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ABSTRACT

Globally, many professionals are concerned about primary school dropouts. Especially
alarming is that girls drop out at higher rates in comparison with boys. Although this problem
affects many girls, girls in specific areas are at a greater risk of not completing primary school
education. Additionally, although researchers identified various micro- and macro-level factors
that relate to school dropout, research is lacking on local conditions that shape the education
trajectory among girls in specific areas. Given the unique context and the lack of research
assessing factors associated with dropout in separate districts in Uganda, the primary objective
of this exploratory investigation was to identify factors most associated with primary school
dropout in the Busolwe sub-county, Butaleja district of Eastern Uganda, including: (1) internal
factors (perceived self-efficacy motivation to go to school, and perception of gender equality );
(2) family environment (household chores, perceived parental attitude toward education, and
adolescents’ perceptions of parents’ ability to meet family needs); and (3) school environment
(school infrastructure, and perceived teacher support, and safety at school. Descriptive analysis
established the major contributing factors to girls’ dropping out could be grouped into three
categories—girls’ internal characteristics, family environment, and school environment. A
series of binomial logistic regression analyses established that girls’ internal characteristics –
motivation and perceived gender equality; family environment –perceived parental attitude to
girls’ education, perceived parental ability to provide for the family, and staying home to do
household chores instead of going to school were significantly associated with girls’ dropping
out of school. Future strategies and policies should focus on addressing parental attitudes and
incomes and girls’ internal characteristics, such as motivation and gender equality perceptions.
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CHAPTER I
INTRODUCTION

The world will never realize 100 percent of its goals, if 50 percent of its people cannot realize
their full potential. When we unleash the power of women, we can secure the future for all.
(UN Secretary-General Ban Ki-moon)
Millions of girls around the world fail to enroll or to complete their primary education
cycle (United Nations’ International Children Emergency Fund (UNICEF, 2015a). This failure
of girls to complete primary education is a key concern which has received international
attention for the past two decades. International efforts have led to the implementation of Goal
2 - Achieve universal primary education and Goal 3 - Promote gender equality and empower
women of the Millennium Development Goals (MDGs) United Nations (UN, 2015a), as well
as, Goal 4 - Quality education and 5 - Gender equality - of the Education for all Goals United
Nations Educational, Scientific and Cultural Organization (UNESCO, 2017a). As part of this
implementation, 189 countries, including Uganda, adopted the Universal Primary Education
(UPE) policy, resulting in remarkable progress, particularly in primary school enrollment
between 1997 and 2015. For example, worldwide, 40 million more children were enrolled in
primary school between 2000 and 2015. However, a 2015 report by UNESCO found that 124
million children (18%) of those who enrolled at the primary school level, dropped out and
another 130 million did not gain basic reading or mathematics skills. Girls constituted the
largest proportion of those who dropped out, many of whom were from Sub-Saharan Africa.
The report further found that 63.6 million children are still out of school (29.3 million boys and
34.4 million girls), again indicating that more girls than boys are educationally disadvantaged
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than their male counterparts. The causes for these high numbers of children, especially girls,
will be discussed later in this study.
Challenges to the completion of the basic education cycle are not confined to one
region or one country. The number of children who leave primary school prematurely or
continue to the last grade of the primary education cycle varies by region and country
(UNICEF, 2015a). While some countries have few or no dropouts at the primary school level,
others have much higher rates. In some countries, more girls drop out than boys, and in others,
it is the opposite. For example, in 2012, Japan and the Republic of Korea had 100% survival
rates, with no dropouts. On the other hand, Ethiopia had a drop-out rate of 63% (66% boys and
60% of girls); Algeria 4% (5% boys and 2% girls); Tanzania 33% (38% boys and 29% girls)
and Uganda 68% (68% boys and 685% girls) UNESCO, (2012).
Notably, Uganda had some of the highest dropout rates in the world, the highest in East
Africa and second only to Chad in sub-Saharan Africa (UNESCO, 2012). According to various
estimates, the dropout rate ranges between 60 and 70 percent, depending on the location of the
school (MoES, 2014; MoES, 2016; Mwesigwa, 2015; UNESCO, 2012; UNICEF, 2015b). This
is a high rate and is unacceptable considering that education is a right that is essential for the
social, economic and political development of a nation. Moreover, achieving UPE means
100% enrollment and 100% completion rates of a quality basic cycle of education. However, it
appears that a fully-achieved UPE is currently not possible considering that its achievement
depends on rates of enrollment and completion, both of which currently appear to be a mirage
worldwide, including in Uganda.
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Primary Education in Uganda
Uganda instituted UPE in 1997, the second country in sub-Saharan Africa to do so
(UNICE, 2015; Ministry of Education and Sports Uganda (MoES, 1999). Its purpose was to
align the country’s national policies to those of the international community. It was hoped that
UPE would eliminate illiteracy, reduce gender disparities and consequently improve
employment opportunities for all as a way of eliminating poverty. Indeed, as a result of UPE,
the attendance rate for all primary age children went up dramatically from 2.6 million in 1995
to 7.2 million in 2005, and by 2015 the number had risen to 8.4 million. By 2009, the
enrollment ratio of girls to boys had reached the desired rate of 50/50, and, in some instances,
more girls than boys enrolled, as was the case in the Butaleja district, the study area (McGee,
2000; Oluka, 2009; UNICEF, 2015). This success, however, was overshadowed by the high
rate of children who left primary school prematurely, particularly girls. Figure 1.1 showing
girls’ enrollment and completion rates of primary school in Uganda illustrates the consistently
low completion rates over a period of nine years.
1.1 Girls’ enrollment and completion rate un Uganda 1

Number of girls x100

50000
40000
30000
20000

Enrollment

10000

Completion

0
2005 2006 2007 2008 2009 2010 2011 2012 2013 2014
years

Figure 1.1. Girls' enrolment and completion rates in Uganda (2005 to 2014). Data from “Fact
Sheets 2002-2016 from the Education Management Information System [EMIS] Uganda,
Bureau of Statistics 2016, from the Ministry of Education and Sports Uganda, pp. 2-3
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Various documents, including those from UNESCO, mentioned a dropout rate of 68%,
with other studies reported between 40% and 70% depending on location, whether the district
is urban or rural and whether the district is home to wealthy or poor families, data which meant
that some districts reported higher dropout rates than others. In 2016, the Butaleja district
Education Officer reported to the Daily Monitor a Uganda paper, that this district had a
primary rate drop out of 70%, the highest in Uganda at the time (Kitunzi, 2016). While the
table shows slightly lower dropout rates, it illustrates the dropout crisis in the Butaleja district,
showing girls are more disadvantaged than boys.
Table 1.1
1.1 Enrollment and dropout rate of primary children in the Butaleja District
Enrollment and dropout rate of primary children in the Butaleja district
Enrollment
2010
2012
2014

Enrollment numbers
Boys
Girls
25,550
51,8736
26,752
54,316
28,933
56,163

Drop out in numbers and percentages
Boys
Girls
8431
33%
34755
67%
6688
25%
27158
50%
6943
24%
25835
46%

Note. (Butaleja district personal communication, April 15, 2016).
As seen in Table 1, children of both genders were enrolled in the Universal Primary
Education programs in the Butaleja district. While almost twice as many girls as boys were
enrolled, a significant number failed to complete the cycle. Even with a decrease in the
percentage of dropouts, the rate is still alarmingly, especially for girls. In addition, a study
conducted in Uganda established that Butaleja was one of the three districts with the highest
rate of child abuse incidences in the country (Daily Monitor, 2018). The study established that
the abuse contributed to a drop out of 8,800 boys and 9,008 girls from the three districts every
year. The same study found Butaleja district to have had the second poorest academic
performance in the country in the primary leaving examinations of 2017.
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Statement of the Problem
Between 40% and 70% of girls who enroll in primary school in Uganda do not
complete the basic education cycle (Ministry of Education and Sports [MoES], 2014a;
UNESCO, 2012). The rate at which girls drop out depends on the location of the school and
their family poverty level (International Monetary Fund report [IMF], 2010). Moreover, some
students drop out before acquiring literacy and numeracy skills.
The Butaleja District is one of the areas in Uganda where children prematurely leave
primary school education in large numbers. In 2016, this District reported the highest rate of
dropout, at 70% in the country (Kitunzi, 2016; Mugabi, 2016). Although the enrollment of girls
was higher than that of boys, it was observed that many more girls dropped out in comparison
to boys (UNESCO, 2015a). While studies have established predictors of girls’ dropping out in
other parts of Uganda, no studies have been conducted in the Butaleja District, Busolwe Subcounty. Girls’ failure to complete the basic cycle of education adversely affects their future, as
well as that of their offspring and communities (UNICEF, 2015a). Because of this negative
impact, all stakeholders, including parents, community leaders, government, and teachers,
should make a concerted effort to promote the completion of primary education for all
children, especially girls.
Girls leave primary school prematurely for many reasons. The general ones can be
categorized into five groups: (1) family environment (e.g., household structure, attitude
towards girls’ education, parents’ level of education, and household labor demands); (2)
cultural and religious norms; (3) school environment (e.g., teacher’s competency, attitude
towards girls’ education, quality of teaching materials, availability of teachers, presence of a
female teacher and safety); (4) girls’ own perceptions and behavior (e.g., early pregnancy,
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attitude towards gender roles, perceptions of their abilities); and, (5) UPE management (e.g.,
inadequate and late funding, inadequate supervision of schools, and lack of policy-enforcement
mechanisms. While there is a large body of literature on factors that contribute to girls’
dropping out of primary school generally, little attention has focused on the Busolwe subcounty, Butaleja District. This study, therefore, serves as a first step toward addressing girls’
dropping out of primary school in the Busolwe sub-county, Butaleja District.
Purpose of the Study
To address girls’ retention in school, there is a need to first establish contributing
factors. Given the unique context and the lack of research assessing factors associated with
dropout in individual districts in Uganda, the primary objective of this exploratory
investigation was to assess the factors most associated with primary school dropout in the
Busolwe sub-county, Butaleja District of eastern Uganda, focusing on: (1) internal factors
(perceived self-efficacy motivation to go to school, and perception of gender equality); (2)
family environment (household chores, perceived parental attitude toward education, and
adolescents’ perceptions of parents’ ability to meet family needs); and (3) school environment
(school infrastructure, and perceived teacher support, and safety at school).
It is hoped that the findings from this study will enable education stakeholders--the
community, parents, teachers, and the district education administration--to reflect critically on
the causes of girls’ leaving primary school prematurely and to identify strategies to mitigate
and reduce dropout rates. The findings can be used to inform policymakers, development
agencies, and the government with regard to possible interventions to improve retention rates
among girls in the district.
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Definition of Terms
A girl: The Merriam Webster Dictionary defines a girl as “a female child from birth to
adulthood (p).” In this study, a girl refers to a child attending primary school. The age range
for this study varies from 9 years to 20 years.
School dropout: According to UNICEF, (2016b, p.23) a child is considered a drop out
if they were enrolled in school, and did not attend any other school between the time they
dropped out to the current year with no excusable reason for absence and did not complete the
grade level of education. In this study, the drop out is a girls who joined school between 2014
and 2018 and withdrew from school without completing the primary education cycle and did
not join any other school
Family environment: According to Zastrow, and Kirst-Ashman (2013, p.1). Family
environment “involves the circumstances and social climate conditions within families” these
could include (poverty or wealth, psychological conditions due to parenting; and social
circumstances). This study operationalizes family environment as the household income, the
ability of parents and caregivers to provide meals and school needs; parental attitude towards
girls’ education, the support given to the girl to stay in school including encouragement and
materials; the parents’ perception of the importance of girls’ education; and the family labor
requirements ( if a child is needed to help with the household chores such as fetching water,
watching younger siblings, cooking, helping with farm activities or selling farm produce).
School Climate: “School climate refers to the quality and character of school life. School
climate is based on patterns of students', parents' and school personnel's experience of school
life and reflects norms, goals, values, interpersonal relationships, teaching and learning
practices and organizational structures. A sustainable, positive school climate fosters youth
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development and learning necessary for a productive, contributing and satisfying life in a
democratic society” (National Centre for School Climate, 2007, P.1). In this paper, school
climate will also be referred to as school environment and only three aspects will be
examined– school infrastructure, teacher attitude and safety at school.
Girls’ internal characteristics: In this study, this refers to perceived self-efficacy,
motivation and girls’ perception of gender roles.
Girls’ own perception of who they are-- According to the Oxford Dictionary,
perception refers to “the way in which an individual regards, understands, or interprets who
they are, what other things are, or what other people are.”
Perceived self-efficacy: In this study, this refers to what girls perceive to be their
ability to perform; their perceived self- efficacy to perform in class (Bandura, 1994)
Motivation: Motivation is an internal physiological characteristic that inspires people to
achieve a goal. For students,” motivation influences how they approach school, how they relate
to teachers, and how much time and effort they devout to their studies” (Usher, & Kober,
2012).
Gender equality: In this paper, gender equality- “… when men and women and the
roles they play are equally valued. When they are full partners in schools, homes, communities
with equal access to resources, benefits, and opportunities” (UNESCO, 2013, p.1).
Girl’s perception of gender roles: Girls’ perception of gender equality refers to what
girls perceive to be their gender roles and what they think about equality. For example, girls
may think they were created to be housewives and mothers or they may think they too can earn
a decent education and obtain formal employment just like the boys.
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Attitude: This refers to a set of emotions, beliefs, and behaviors toward a particular
object, person, thing, or event which are often the result of experience or upbringing (Gains,
2018). They are dependent on the value one places on the object or idea. In this study, it is the
parents’ and teachers’ attitudes toward girls’ education.
Research Questions
The overarching question of the study was to discover factors that are most strongly
associated with why girls drop out of primary school in Busolwe sub-county. The following
specific questions were investigated:
1. To what extent do the socio-demographic characteristics of: (a) family composition, (b) age,
and (c) family size differentiate girls who are in school and those who drop out of primary
school?
2. How do girls’ internal characteristics of (a) self-efficacy; (b) motivation, and (c) attitudes
towards gender equality influence their dropping out of primary school?
3. What characteristics of the family environment: (a) attitude of parents toward girls’
education, (b) ability to support the family, and (c) family labor requirements of the primary
caregivers, as perceived by girls, influence their dropping out at the primary level in the
Busolwe sub-county?
4. What characteristics of the school environment: (a) school infrastructure, (b) school safety,
and (c) perceived teacher support influence girls dropping out of primary school?
5. How do girls who are in and out of school perceive risk and protective influences on school drop
out?
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Research Hypotheses
To explore these questions, this study hypothesized that dropout would be negatively
associated with enabling family and school characteristics and student internal strengths.
Additionally, in the context of multivariate regression, it was hypothesized that each variable
would independently predict school dropout. The specific hypotheses guiding this research are
listed below.
(1) Internal factors
Students with greater internal strengths – higher levels of motivation, self-efficacy, and
gender equality attitudes – will be less likely to drop out of school in comparison with students
who report lower internal strengths.
Hypothesis 1a: Students reporting higher levels of motivation to go to school will be less likely
to drop out of school than students who report lower levels of motivation.
Hypothesis 1b: Students reporting greater gender equality attitudes will be less likely to drop
out of school than students who report less gender equality.
Hypothesis 1c: Students reporting higher levels of self-efficacy will be less likely to drop out
of school than students who report lower levels of self-efficacy.
(2) Family environment
Students who perceive their family environment positively will be less likely to drop out of
school in comparison with students who report lower internal strengths.
Hypothesis 2a: Students who are expected to stay at home on some school days to complete
household chores will be more likely to drop out of school than students who do not report
having to stay at home to do chores.
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Hypothesis 2b: Students who believe their parents value education will be less likely to drop
out of school than students who perceive their parents do not place much value on education.
Hypothesis 2c: Students in families with adequate resources will be less likely to drop out than
students in families with strained resources.
(3) School climate
Hypothesis: Students who perceive their school climate as supportive – better school
infrastructure, higher levels of school safety, and greater perceived teacher support – will be
less likely to drop out of school in comparison with students who perceive a more negative
school climate.
Significance of the Study
Dropping out of primary school is a major issue of concern for most Ugandans who
value education as well as the international community. The Ugandan government working
with international organizations such as UNICEF, the United Nations Girls’ Education
Initiative (UNGEI), the Department for International Development (DFID) UK, and the United
States Agency for International Development (USAID) have devoted substantial effort toward
improving the education of girls through such strategies as the introduction of universal
primary education, affirmative action for girls' enrollment at the primary and university levels,
child-friendly schools, and supplying classroom instruction materials (MoES, 2012).
However, these endeavors have not yielded the desired results (MoES, 2017; Ssewamala,
Wang, Karimli, & Nabunya, 2011; United Nations Girls’ Education Initiative [UNGEI], 2012).
This result is partly because except for the UPE, such initiatives are implemented in only a few
schools and a few regions in Uganda, and partly because they primarily address the supply side
of education.
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There have also been many generalizations based on research findings, which is
problematic because some educational challenges are contextual. Each Uganda community
has priorities and characteristics that make it unique and different from other communities,
meaning that even if some of the factors contributing to girls’ leaving school prematurely are
universal, some have more impact in one community than in another. For example, in his study
of girls’ dropping out of primary school in Ethiopia Nekatibeb (2002) reported that a shortage
of scholastic materials contributed greatly to girls dropping out of school in the Amhara and
Oromia groups of Ethiopia, and yet parental needs for children's labor contributed more to
school dropout in the former but not the latter.
Similarly, Mpyangu, Ochen, Onyango, and Lubaale (2014) conducted an investigative
study to establish factors influencing children dropping out of primary school in selected
districts in Uganda, finding that different factors affect children in different districts or regions
differently. For example, while a lack of adequate physical school structures contributed to
why 18.7% of children left school in the central region, only 3.7 % left for the same reason in
the western region. In addition, while children working for employment contributed to 34.4%
of them leaving school in the eastern region, it had no effect on children in the Karamoja
region. There were also variations within different districts in a region. It is, therefore,
important to determine district-specific factors the impact girls’ completion of primary school
in order to address the issue successfully.
The purpose of this study is to focus on why girls leave school early and what parents
and the community leaders can do to reduce the number of them who leave school prematurely
at the primary level. The findings will also enhance current government efforts in reducing the
number of children dropping out of primary school. These results will be especially relevant
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and useful to teachers, policymakers, and agencies interested in primary education in the
Butaleja and neighboring districts.
Format of the dissertation
The second chapter discusses the benefits of girls’ education, provides a global
perspective on the challenges to the achievement of UPE goals and how they affect children,
with a particular emphasis on girls. It also presents the UPE policy in Uganda, its’ successes,
and its challenges. Chapter Three presents the theoretical framework that guided the study and
the empirical and evidence of the relationship among the independent variables and the
dependent variable. Chapter Four presents the methodology and Chapter Five the results.
Chapter Six discusses the results and, provides theoretical and practical implications of the
findings, the limitations of the study, and the recommendations for future research. It ends with
concluding statements.
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CHAPTER II
POLICY ISSUES RELATED TO GIRLS’ PRIMARY EDUCATION

“We want the education by which character is formed, strength of mind is increased, the
intellect is expanded, and by which one can stand on one’s own feet.”
– Swami Vivekananda
Every girl has a right to quality education as emphasized in multiple international
covenants, statutes, and documents (UN, 2015b; UN, 2015a; UNESCO, 2017a; UNICEF,
2015a). The World Bank has described girls’ education as a “window of hope against
HIV/AIDS.”(World Bank, 2002, p.1). UNICEF (2004) has called it “a unique positive force
for development” (p. 16), and Sperling, Winthrop, and Kwauk (2016) referred to it as “the
world’s best investment with the widest-ranging returns” (p. 4). Thus, it is critical that girls are
enabled to exercise their right to a quality education.
Why Educate Girls
The importance of girls’ education is rooted in the central roles they play when they
mature into women (Husselmann, 2016; International Labor Organization [ILO], 2008). These
critical roles include reproduction, production, community management, and political
involvement. They become key players in the strategic development of their families,
communities, the establishment of peace, and the existence of a nation (Sperling, 2016) as they
acquire more knowledge and skills to address challenges and to improve their socio-economic
status. To ensure that girls are successful in these roles, it is critical that they are empowered to
exercise their right to a quality education.
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Education empowers girls with literacy, numeracy and the basic foundation for other
subjects such as science. These skills are crucial because they enable one to acquire a higher
level of education and to understand written information including instructions. Such
information could be directions about how to relocate themselves and their families,
instructions on how to administer medicine to a sick child, or information on how to access
markets for agriculture produce. In addition, girls’ acquired knowledge and skills can
significantly improve their employment opportunities (Sperling, 2016). Studies have found
that children who go to school and become literate and numerate have higher rates of
employment and higher wages based on their levels of education (Psacharopouols & Patrinos,
2004). Specifically, Psacharopouols and Patrinos found that wages increased between ten and
twenty percent for each grade of a primary level completed and fifteen to twenty-five percent
for each grade of secondary education a girl finishes.
Educating girls also has a positive macroeconomic impact and contributes to national
economic growth (Berger & Fisher, 2013). A 2004 study found that investment in primary
education has a 37.6% average rate of private return among sub-Saharan countries and a 27
percent average rate of return worldwide (Psacharopouols & Patrinos, 2004). Further, GDP
growth correlates positively with female education. According to the World Bank (2017), GDP
increases by three percent when ten percent more girls enroll in school.
Specific to Uganda, research suggests that the national GDP increases by 1% when a
girl completes the primary cycle of education (Hannum, & Buchanman, 2011). This growth is
affected in specific, multifaceted ways. For one, education encourages innovation, which in
turn allows for the development and adoption of new productive technologies (Olmos, 2011).
When educated women can seek employment outside the agriculture industry, spurring
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national industrial development. It comes as no surprise when studies indicate that primary
education has the potential to reduce poverty by 18% (Majgaard & Mingat, 2012) and to break
the poverty cycle (Bird & Hijjins, 2011). It also enables women to understand relevant public
policies, further encouraging them to make profitable market choices (Herz, Herz, & Sperling,
2004).
In addition to having economic impacts, education of girls has measurable health
benefits for the individual, their communities, and consequently, the nation. Girls who have
been to school are more likely to practice good hygiene, to eat and to provide nutritious foods
to their families, and to utilize health clinics compared to those who have not been to school
(Bhagavatheeswaran, et al., 2016; Somani, 2017; UNESCO, 2016). These health benefits are
felt both by girls themselves and their families, especially their children. Girls who do not
receive an education are seven times more likely to become infected with HIV/AIDS compared
to those with schooling (World Bank, 2002). These positive health benefits are perpetuated
into the next generation.
In 2014, UNICEF found that mothers who had received a primary education were more
likely to have their children vaccinated and that nearly all children whose mothers had a
secondary education were vaccinated. Vaccination prevents and controls diseases, thereby
reducing hospital visits and subsequently saving money for individual households and
governments. It also reduces mortality rates and increases physical growth, cognitive
development, school attendance and, therefore, the overall performance of children in school.
As a result, it contributes to economic development at different levels. (Schuchat, 2011;
Doherty, Buchy, Standaert, Giaquinto, & Prado-Cohrs, 2016).
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Education has also been found to reduce fertility rates because educated mothers have
children later in life. This has multiple benefits; for one, the reduction in fertility rates is good
for both the nation and individual families because they then have fewer people to care for.
Second, mature mothers have developed reproductive organs that can support successful
pregnancies and are likely to have a financial standing able to provide for their children, thus
improving the quality of life of their offspring and the mothers themselves (Aslam, Kingdon,
& Kumar, 2011; Kim, 2016).
Finally, education empowers girls intangibly by improving their self-worth and dignity
by enabling them to live as first-class citizens like their male peers. Such empowerment
increases women’s and girls’ confidence to voice their ideas, to challenge established
authorities and to make informed decisions (Olmos, 2011). They are then able to maximize
their potential to contribute to household, community and national development. A study of 45
low-income countries found that women with a primary education were 75% more likely to
have a say in how resources were utilized at home compared to those who did not go to school.
(UNICEF, 2015a). Because educated girls have the ability and the opportunity to make
decisions and to participate in development activities, ensuring education at the primary level
increases the likelihood of democractic processes being practiced in a country (Herz, et al.,
2004).
Global Challenges Related to Girls’ Primary Education
When the Universal Primary Education (UPE) was first implemented, its vision was
that all children would enroll and complete a quality basic education cycle (UNICEF, 2015a).
This vision that guided the UPE from 2000 to 2015 was founded upon Goals Two and Three of
the Millennium Development and Goals Two, Three, Five, and Six of the Education for All
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(EFA). The vision of the UPE was to achieve an enrollment of 100% of eligible students; a
100% primary education cycle completion rate for enrolled students; implementation of a
standard, high quality educational program; and equality of access to and completion of the
basic education cycle (UN, 2015)
The 21st century is not the first time an educational agenda had been ratified by the
United Nations. This effort, seen in the implementation of the Human Rights covenants, began
as early as with the 1948 Universal Declaration of Human Rights (UNHR), which affirmed the
right to an education in Article 26 (UN, 2015b). Other bills and covenants highlighting the
need for education for all followed the UNHR.
Nevertheless, the MDG and EFA have presented the strongest campaign to date,
attracting 189 signatory countries (UN, 2015a; UNESCO, 2015). Moreover, these countries did
not just sign documents but made active efforts to implement their goals. As already mentioned
in the previous chapter, remarkable results were achieved, particularly in enrollment: 40
million more children enrolled after implementation of the UPE than would have been
expected to enroll without it. Most of these new enrollees were girls and students from the
poorest socioeconomic quintile. In addition, the enrollment gap between boys and girls
narrowed; by 2012, 105 of 178 countries where data are available had achieved a gender parity
index of one at enrollment (UNESCO, 2016). However, despite these successes, the target
goals for school completion and quality education were not even half realized. Results of
implementing the UPE remained far shy of the ideal situation articulated by Swami
Vivekananda as well as by the standards in the MDG, EFA, and the current Sustainable
Development Goals.
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There are four ways countries fail to fully realize the promise of the UPE. First, a large
number of children remain out of school despite increasing enrollments, specifically 63.3
million children are currently not enrolled, with the majority of these (34.4 million) being girls.
Figure 2.1 illustrates the number of children not enrolled by region (UNICEF, 2017b).
Furthermore, it is estimated that approximately 25 million of currently unenrolled children will
never enroll for any period of time. Second, in 2012, UNESCO reported that more than 124
million children, who initially enrolled at primary school, later dropped out, and mostly the
girls. This disparity in enrollment and premature withdraw from school is detrimental to the
social-economic growth of a country.
Third, equality of access to education has clearly not been reached in the 75 countries
that still do not have a gender parity index of 1 at enrollment. In addition, many more which
have attained gender parity at enrollment have gender disparities at completion of the primary
education cycle and at transition from primary to secondary education (UNICEF, 2015;
UNESCO, 2012; World Bank, 2018). Fourth, disparities also exist between socioeconomic
classes, with the poorest students remaining more likely to drop out than their wealthier peers.
Approximately 130 million children enrolled in primary school either have not or predictably
will not obtain literacy and numeracy skills primarily because of poor school climate,
specifically inadequate and inappropriate instruction materials, the lack of competent teachers,
and insufficient school infrastructure.
The challenges to the education systems of various countries that cause these issues need
to be addressed in order to achieve the goals of the UPE as they are detailed in the SDGs. For
example, countries began from different starting points in terms of funding and progress
(Tomasevski, 2001). Western and North American countries in particular implemented UPE
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much earlier than the rest of the world, giving them an advantage in realizing the ideal of 100%
enrollment, 100% completion, equality of educational opportunity, and quality of education by
the target year of 2015. Many low-income countries that began implementing UPE in the
1990s or later faced challenges in achieving targets by the 2015 deadline, the major one being
poor preparation for the increasing numbers of children who enrolled when free education was
introduced (UNICEF, 2015a).
Several other obstacles impeded and continue to impede the ability of low-income
countries to implement the UPE and the SDGs. The first of these relate to issues of community
stability including war, violence, conflict, and natural disasters that affect large populations,
including children. Currently, approximately 75 million children between the ages of three to
eighteen from 41 different countries live in communities ravaged by large-scale disruptions
(UNICEF, 2016a). In such crises, people have limited or no access to shelter, safety, food,
water, healthcare facilities, and educational facilities. Children’s rights are violated in varying
ways and degrees in such situations. Often, children, their families, and their communities are
displaced for long periods or even permanently. Many children lose their parents, while others
are abducted, raped, and forced to commit atrocious acts, such as becoming child soldiers. All
of these situations clearly and directly prevent children from receiving an education.
In some instances, community instability takes the form of literal attacks on the
education system. For example, in 2014 girls in northern Nigeria were abducted by the
paramilitary terrorist organization Boko Haram in order to, among other things, prevent them
from receiving an education. Since its beginning, Boko Haram has disrupted 1,200 schools and
killed 600 teachers in Nigeria (UNESCO, 2016a). Beyond Boko Haram, UNESCO reports that
12,700 attacks were made on schools worldwide in 2017, attacks harming 21 million children.
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Sometimes, the parents, aware that girls are more frequently subjected to violence during
social crises, prefer to keep daughters at home or marry them off early as a way of protecting
them from abduction and other harm. Therefore, though affecting all children in such societies,
this disruption impacts girls more than the boys. According to a 2016a UNESCO report, in the
41 countries that experienced attacks on schools in 2017, only 88 girls for every 100 boys had
completed primary education. Furthermore, the arrival of displaced persons disrupts the
educational system of the host communities since in most situations they have to share their
resources, including school materials and structures.
The second challenge is inadequate funding, especially in low-income (and some
middle-income) countries. How much a nation invests in education depends largely on how
much it is willing to invest, a decision that depends on its wealth (Huebler, 2017). While it is
recommended that low-income, developing countries committed to achieving the MDG should
spend at least 6% of their GNP and at least 20% of their domestic expenditure on education,
these targets are often not realized due to the need for resources to be used elsewhere
depending on governmental priorities (UNICEF, 2015a).
While some countries, such as Bolivia and Nepal, adhered to or exceeded these
recommendations (see Figure 2), others such as Uganda spent only 16 percent of their
domestic expenditures on education in 2015. Such underfunding is, in turn, directly correlated
with poor enrollment rates and completion rates at the primary level, and poor transition rates
to the secondary school level (Huebler, 2005, 2017; UNESCO, 2016a). Hence, countries with
low GDPs also have low indicators in enrollment, retention, and transition, a situation reflected
in the 25 percent survival rate found in Uganda’s poorly funded education system compared to
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the survival rates of 86 percent and 92 percent found in Bolivia and Nepal’s better funded
education systems (UNESCO, 2016a), respectively.
Underfunding has its most critical impact on implementing a generally high quality of
education and in realizing equality of access to education for all prospective students as it leads
to school supply deficiencies and inadequate facilities. The inability to buy desks means that
six students are seated at desks intended for only four or that some students must sit on the
floor. Lacking sufficient funds to purchase textbooks leads to six or seven students sharing one
textbook, a situation that affects the ability to study at home or to engage with the material
completely. Reducing the number of students sharing a textbook or enabling students to have
their own textbooks would improve learning and academic performance (Chingos, & West,
2010; Sawchuck, 2011). Although text books can only be useful if the teachers can use them
and if the children are able to read (Glewwe, Kremer, & Moulin, 2009). Inadequate funds for
construction means physical facilities as basic as latrines are insufficient and inadequate
classrooms resulted into crowdedness.
Also, a lack of sufficient and separate latrines for girls and boys was found to have a
significant effect on girls’ dropping out of school in many countries (Adukia, 2013; Kushiyaiti,
2011). In fact Duflo, Dupas, Kremer,and Sinei (2006) found that constructing separate latrines
for boys and girls improved retention and reduced early marriages and teen pregnancies in
Kenya. Overall, inadequate school resources and facilities lead to poor quality of education and
often to grade repetition and students dropping out (Nekatibeb, 2002; Kabay, 2016).
Undermining the realization of equality of access, the under-resourcing of education
disproportionately and predictably affects the children in most need: the poorest students, the
girls, and the children living in rural areas or commuting to remote public schools.
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In 2000, realizing that some countries lack sufficient resources to implement UPE, the
Dakar Framework committed to providing financial support to low-income countries for the
purpose of achieving the MDGs. As a result of this framework, donor aid for education from a
variety of sources, including the World Bank, USAID, and UNESCO, increased from US $2.9
billion for primary education in 2002 to $6 billion in 2010. However, this funding was reduced
to $5.1 billion in 2012, creating a major financial gap that is unlikely to be filled (UNICEF,
2015a). This deficit is expected to increase to $39 billion by 2030. Inadequate investment in
education seen in many low-income countries is, therefore, likely to continue along with the
adverse effects of inadequate investment in educational achievement.
Another major issue is poverty, defined as living on less than two dollars a day
(World Bank, 2017a). More than half the world’s population lives in poverty including 84
percent of the sub-Saharan African population and 82 percent of the South Asian population
(UNICEF, 2016b). Among people living in poverty worldwide, 35 percent live in moderate
poverty (on less than $3.10 a day) and 15 percent live in extreme poverty ( on less than $1.90 a
day).
Poverty requires that even parents who want their children to receive an education often
must prioritize non-educational expenses. Necessities such as food and health care divert
family income from education, often leaving nothing left for schooling. Research conducted in
24 developing countries revealed 60% of girls and 56% of boys from the poorest families left
school prematurely, compared to only 27% girls and 16% boys from wealthy families (World
Bank, 2016). As these statistics illustrate, poverty bears a significant negative impact on
children’s schooling especially for girls since more girls than boys in both quintiles, the poor
and wealthy families drop out of school (UNICEF, 2015a).
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Another contributing factor is that girls’ education is more expensive than boys’. Girls,
especially those who are more mature, have expenses not incurred by boys such as sanitary
towels, extra uniforms, and safe spaces at school. Additionally, girls, especially those from
poor families, provide more labor at home than the boys (ILO, 2017). Because of this need for
labor, parents lack the incentive to spend money on their daughters’ education, meaning it is
doubly expensive for the family as it results in the loss of a girl’s productive labor. As this
analysis suggests, poverty is one of the factors that contribute significantly to girls dropping
out of primary school (UNICEF, 2015a; World Bank, 2016).
Child labor, primarily practiced among poor families, is another impediment to UPE
achievement. Reports indicate that as many as 152 million children worldwide are currently
engaged in child labor (ILO, 2017). Half of those children are between five and eleven years
old, most are found in sub-Saharan Africa, and some of their work involves unsafe and risky
conditions. In addition, some children work for more than 43 hours a week, a workload that
makes it difficult to balance school and work, leading many child laborers to drop out of
primary school. Child labor exacerbates the educational gap between children from poorer
backgrounds and those from wealthy families and between rural and urban children. Whereas
more boys than girls are typically involved in tasks outside the home, girls have more tasks in
the home to keep them away from school (ILO, 2017). Hence, child labor has adverse effects
on children’s schooling and constrains the achievement of universal equality of access to
education.
A fifth set of obstacles that negatively affected UPE achievement was teacher-related.
Most visibly, many low-income countries faced severe teacher shortages (UNICEF, 2015a).
Thus, after UPE made education free, far more children enrolled than there were teachers
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available to educate them. Classrooms became overcrowded, with some classes containing as
many as 300 students being taught by a single teacher. Even though teacher-student ratios have
improved over time, they remain too high in low-income countries. Currently, the average ratio
in sub-Saharan Africa is 1:79, far from both the goal of the 1:40 ratio set by the UPE and the
average ratio of 1:30 (or lower) found in middle- and high-income countries (UNESCO, 2015).
Many more teachers are still required to meet the recommended 1:40 ratio. UNESCO (2015)
estimated the following numbers of teachers will be needed in each region by 2030 to achieve
the UPE target: 993,000 in sub-Saharan Africa, 248,000 in the Arab states, 114,000 in South
and East Asia, and 174,000 in Western Europe and North America.
The teacher shortage is exacerbated by teacher absenteeism (Roger, & Vegas, 2009;
UNICEF, 2014). Multiple studies have established that teachers are not present in the
classroom at all expected times. These teachers include some who skip school entirely and
others who intentionally miss class even when they are present on school compounds.
Researchers have found that teachers in Uganda, for example, are absent 27 percent of the
time, while in Kenya they are absent 17 percent of the time (UNICEF, 2014; World Bank,
2013, 2018). In India, this rate varies between 14 and 42 percent depending on the region
(Kremer, Chaudhury, Rogers, Muralidharan, & Hammer, 2005). Teacher absenteeism
adversely affects student attendance and learning outcomes, causing grade repetition and
discouraging completion to the last grade of primary school.
Additionally, absenteeism carries significant financial costs as many teachers are paid
regardless of their presence in the classroom (UNICEF, 2014). An estimated 25% of
worldwide primary education spending is lost as a result of absenteeism, including $2 billion a
year in India and $16 million a year in Ecuador (World Bank, 2013). In addition to teacher
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shortages and teacher absenteeism, there is also the issue of teacher competence. Research has
found that many teachers were not adequately trained and, thus, lacked the skills to enable
quality learning at the primary level (UNICEF, 2015a).
A sixth issue is gender inequality which is considered the second greatest challenge to
girls’ completion of primary education after poverty (UNESCO, 2016). Gender inequality
adversely affects girls’ education by biasing parents, communities, and even educators from
teaching girls beyond just being literate and numerate. These stakeholders believe girls should
learn skills that are useful for marriage, raising children, and caring for families. Moreover,
parents’ biases towards girls’ education restrain parents from investing money in this area,
especially when educational needs conflict with the need for girls to provide labor for the
family.
Further, there is the cross-cultural tendency of girls’ to enter into early marriages. In
2015, UNICEF reported that 20% of all girls between 20 and 24 years of age were married
before they were 18 years old. Niger had the highest percentage of such women at 76%,
followed by the Central African Republic (68%), Chad (67%), and Bangladesh (59%).
Quantitatively, India had the highest number of women between 20 and 24 years of age who
were married before age 18 (15,509,000), followed by Bangladesh (4,451,000), Nigeria
(3,538,000), and Brazil (3,034,000). Early marriage forces girls to leave school to adopt
domestic responsibilities, thereby ending their education and negatively impacting their future.
Given these challenges, it comes as no surprise that 130 million children worldwide
remain illiterate and innumerate despite school attendance (UNICEF, 2016). Performance
assessments conducted between 2006 and 2012 of students residing in 26 countries and
enrolled in grades two through four found that only 50% of these children could read. In 2007,
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the Southern Africa Consortium for Monitoring Educational Quality (SACMEQ) found that
half the students graduating from primary school in 50 sub-Saharan African countries were not
able to read. In Latin America, the Latin-American Laboratory for Assessment of the Quality
of Education (LLECE) determined that as of 2006 only two- thirds of students enrolled in
school knew how to read (UNESCO, 2015a).
The poor educational results indicated by these statistics illustrate the poor quality of
the UPE in many countries. Additionally, they suggest a large percentage of children will never
improve their socioeconomic condition or maximize their productive and innovative potentials
since literacy and numeracy are prerequisites for academic and professional achievement. And
as explained earlier, most leaving primary school prematurely are girls.
In summary, international efforts to ensure that all children enjoy their right to
education have not yet yielded the desired results. While enrollment rates increased in all
countries - albeit to varying degrees - completion rates are still lower than expected. Major
challenges to UPE can be categorized into those relating to the girls’ characteristics, family
environment, culture and religious norms, school environment, governance, and the political
environment, and funding. These challenges do not work in isolation; rather they are complex
and need to be addressed in more creative and innovative ways if the vision of the UPE is to be
realized.
Universal Primary Education Policy in Uganda
Uganda, a land-locked country located in the eastern part of sub-Saharan Africa along
the equator, occupies 241,551 square kilometers (UBOS, 2017). The country is divided into
five major regions: Central, Eastern, Western and Southern and Northern. These are further
divided into 112 districts, including the Butaleja district; 200 counties; and 1,378 sub-counties
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of which the project area of Busolwe is one. Districts, counties, and sub-counties form the
administrative arm of the government that executes governmental programs. The population of
Uganda was 34.6 million in 2014, with an annual growth rate of three percent. It is a fairly
young population, with children below 18 constituting 51 percent of the total population. Thus,
the dependence-rate is very high at 108:1 (UBOS, 2016), a rate that affects how much some
parents, especially those with a negative attitude towards girls’ education, support their
daughters in completing primary school.
Many of the people are poor, their poverty levels being exacerbated by HIV/AIDs, loss
of parents or husbands, disabilities or natural climate hazards, especially prolonged droughts
and floods. Appropriately, many of these people need financial support in the form of social
welfare. However, Uganda is not in an economic position to provide social welfare for all the
people needing it. When people are poor, they are poorly nourished, a situation that affects the
growth of their children and consequently their performance at school (UNICEF, 2015b), and
this poor school performance sometimes promotes children dropping out of primary school
(Kabay, 2016).
In addition, when adults do not eat well, their productivity is low. Because many are
subsistence farmers, farm production will not be enough to meet the food requirements for the
family in addition to a surplus for the market. Thus, many poor families in Uganda do not
always have enough to eat throughout the year because they sell some of their food to raise
money for other necessities. At the same time, what they sell does not generate enough income
to meet all the needs in the home, such as medical bills and scholastic materials. Thus, many
children, especially girls, from these poor homes will prematurely leave school (UNICEF,
2016). This situation creates a vicious cycle of poverty where the children of the poor will
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always prematurely leave school and will continue to be like their parents, living on
subsistence farming. One answer to this dilemma is to implement innovative ways of
addressing farm production.
Educational System and the UPE Policy in Uganda
Prior to the introduction of formal education by the British missionaries in the 1980s,
all Ugandan children were subjected to informal education. Even though the training was
unique to the genders, access to education was unbiased and independent of income, class, and
religion. When formal education was introduced, initially it was available only to the sons and
daughters of the chiefs (Ssewamala, Wang, Karimli, & Nabunya, 2011).Later, more children
were able to attend missionary schools built around the country. The British government took
over responsibility for the education system in the country in the 1920’s and built more schools
for all children because Uganda was then a British Protectorate (Mayengo, Namusoke, &
Dennis, 2015). Students were required to pay school fees, a situation that disadvantaged the
children from poorer backgrounds. Further, the new curriculum introduced fashioned after the
British education system failed to consider the Ugandan context and the practical needs of the
country’s communities, such as the roles ascribed to girls and boys, women and men. It also
failed to take into account that Uganda was an agricultural country with most of the people
dependent on rain-fed agriculture. This educational system, however, still exists today.
Because the curriculum was not appropriate and failed to meet the practical needs of
communities, some parents, especially those who did not understand the value of education,
failed to send their children to school.
In addition, parents subsidized many education costs. For example, in 1996, they
provided 90% of the primary schooling funds at an average of 45,000 UG X shs (US $16 ) per
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child for the lower primary grades, and 57,500 UG shs (US $21) for the upper primary(MoES,
1999). With concurrent high poverty levels (72%), the total education cost for one child was
prohibitive for many parents, particularly those with many children. Sometimes parents had to
decide who to send to school because of the costs involved (Holmes, 2003). Boys in many
instances were given preference and selected to attend school over girls. Thus, fewer girls than
boys enrolled at the primary school level prior to the introduction of the UPE. Table 2.1 shows
the disappropriate rate of school enrollment between boys and girls during the years before
2007.

Table 2.1
2.1 Gross and Net Enrollment at primary level in Uganda (1979- 2015)
Gross and Net Enrollment at primary level in Uganda (1979- 2015)
Net Enrollment
1979 1981 1982
41
45
46
33
37
40
37
41
43

1986
60
53
57

2009
92
95
94

2010
89
92
90

2011
92
94
93

2013
92
95
94

2013
95
96
94

2014
96
98
97

2015
89
93
91

Gross Enrollment
Years
1994 1995 1996
Boys
71.3 75.5 76.0
Girls
66.4 63.8 66.0
Average 68.9 69.7 71.0

1997
126.1
110.8
118.5

1998
131.6
118.8
125.2

1999
136.6
124.9
130.8

2003
139.1
136.9
138.0

2007
119.7
120.2
120.0

2008
122.0
122.9
122.5

2009
122.6
123.9
123.3

2010
119.3
136.9
128.1

Year
Boys
Girls
Average

Note: Adapted from ‘Fact Sheets 2002-2016’ by Education Management Information Systems
[EMIS], 2016 for the Ministry of Education and Sports Uganda p. 2
Since the inception of formal education, gender and economic inequality have for many
years constrained girls’ education at the primary level in Uganda. From 1963, the year after
Uganda received its independence different commissions were assigned to review the
educational system until 1997, when the UPE was introduced. Prior to the UPE, the existing
policy and structure were based on the recommendations of the Castle Commission of 1963
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(Sekamwa, 1997). In 1977, a new commission, the Senteza Kajubi Commission, was
contracted to review the education sector; however, its 1978 recommendations were not
implemented until 1992 when again a new commission, the White Paper Commission on
Education, was assigned to recommend the strategies that the government should implement
from the Senteza Kajubi Commission Report (MoES, 1999). One of the strategies was the
Universal Primary Education. Although the White Paper Commission Report was completed
by 1992, it was not until 1997 that the UPE was introduced (Ssewamala at al., 2011)
The legal framework for the UPE was outlined in the Constitution of the Republic of
Uganda in 1995 (MoES, 2015). For example, Articles 30 and 34 provide every Ugandan child
the right to a basic education provided by the government. The Children’s Act of 2004 requires
parents and guardians to support and maintain each child in school. Furthermore, the Equal
Opportunity Commission Act of 2007 obligates the government to remove barriers that would
impede particular groups from obtaining an education. Politically, the UPE has always had
strong backing.
The government of Uganda decentralized the management of schools from the Ministry
of Education and Sports to districts because they are closer to the schools and to the
communities in 1997 (Namukasa & Buye, 2009). Districts became responsible for key
administrative duties that included finances (i.e., sending and receiving funds), inspections, and
monitoring the performance of the schools in each district. Sub-structures include the Senior
Management Committees (SMCs), the government arm in the schools, and the Parent Teacher
Associations (PTAs), which are responsible for mobilizing resources from parents and
overseeing school repairs as well as ensuring that teachers’ salaries are supplemented.
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Policy Implementation Successes
The Uganda UPE policy yielded mixed results, some remarkable and others needing
improvement. The remarkable results include increased access to primary school. Several
studies (MoES, 2009; UNDP, 2015; UNICEF, 2015a) reported that the UPE almost tripled the
enrollment rate from 2.7 million in 1996 to 8.5 million in 2014 (see Table 2.1). Prior to the
UPE, enrollment increases were smaller and more gradual. For example, between 1995 and
1996, there was only an incremental increase of 0.5%, whereas between 1996 and 1997 (the
year UPE was introduced), gross enrollment increased by 47%. In addition, the UPE reduced
the gap in enrollment between girls and boys, bringing the ratio of girls to boys at enrollment
to 1:1, a Gender Parity Index (GPI) of 1. The UPE also increased the number of girls who
stayed in school up to the fifth grade to 65% in 2015, thereby increasing the literacy levels of
girls and women in the country (UNICEF, 2015b).
Most importantly, studies have found that children from poorer families benefitted the
most from the UPE. As can be seen in Table 2.2, the rates of enrollment for poor children were
nearly as high as those from the high-income class (fourth quintile and highest quintile). The
high percentages of enrollment of poorer families indicated that the UPE reduced inequalities
in accessing education. In addition, payment of fees by the government reduced school fee
costs for parents by 60% (MoES, 1999).

32

Table 2.22.2

Primary net enrollment ratio by wealth and by agenda 1

Primary net enrollment ratio by wealth and by gender
Asset Index

Boys

Girls

Total

Number of children

Lower Quintile

82.4%

79.4%

80.9%

1,305

Second Quintile

89.0%

87.0%

88.0%

1341

Middle Quintile

87.3%

86.9%

87.1%

1442

Fourth Quintile

88.8%

89.5%

89.1%

1537

Highest Quintile

88.8%

90.0%

89.9%

1341

Note. Adapted from “Uganda DHS data survey”. Uganda Bureau of Statistics, (2001, p.38).
However, while improvements were achieved, enabling greater numbers of poorer
students and girls to access education, given the number of the former, several fundamental
challenges, which are discussed in the next section, remain.
Policy Implementation Challenges
Uganda, unfortunately, faces multiple challenges that affect the achievement of the
UPE, ranging from inadequate funding and lack of adequate teacher preparation and
development to local political issues.
Inadequate Funding
When the UPE was initiated, the United Nations Development Program estimated that
to meet Millennium Development Goals (MDG) goals for education, countries needed to
devote approximately 20% of their domestic resources to education. However, Uganda has
never allocated that amount (MoES, 2016). For example, in 2016, it allocated only 15%.
(UNICEF, 2015a) (See Table 2.2). Moreover, the funds allocated were not paid on time nor in
full, resulting in an accumulated deficit of 111,530 billion UG X shs (approximately
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$31,865,714) over a period of 10 years (EMIS, 2014). Initially, large proportions of allocated
UPE funds were not received by appropriate schools, although this misappropriation appears to
be improving (Inter-regional Inequality Facility, 2006; World Bank, 2013). This misallocation
of funding caused an unnecessary strain on schools as PTAs were required to raise the
additional funds to cover the deficit. However, PTA contributions differed between districts
because wealthier districts had a greater capacity to raise funds (MoES, 2016), meaning
schools in less affluent districts were more adversely affected by the misallocation of funds.
These funding issues filtered down to the quality of teaching, absenteeism, and availability of
learning resources, each of which affects learning outcomes, academic performance and the
retention of children in school.
For example, the teacher-pupil ratio in public schools increased from 1:45 in 1997 to
1:69 in 2015 (MoES, 2014a). Aside from classroom crowdedness, students in such large
classes were required to share resources (e.g., desks, textbooks). In addition, the students
enrolled in first grade often varied in age, making it difficult for teachers who were not
qualified to teach a large number of students of mixed ages with minimal scholastic materials.
In order to provide adequate facilities, the MoES (2013, 2014a) noted that 50,300 classrooms,
11,270 computer labs, 12,756 libraries, 68,797 latrines, 12,079 staff rooms and 89,659 teacher
houses were needed. Considering the funding available in the country, constructing more
facilities that bridge the gap will take a long time, and issues of insufficient educational
facilities will continue to constrain girls’ completion of primary education.
Disproportionate Funding
Economically disadvantaged children in Uganda are disproportionately funded
compared to children from more affluent economic backgrounds (UNICEF, 2015a). For
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example, Uganda spent 34% of its funds on the most advantaged children at higher education
levels and only 0.8% on disadvantaged children at the lower levels. This differential funding
pattern did not benefit disadvantaged children, particularly those at lower levels of education
where it is needed the most. Children who dropped out were typically from disadvantaged
groups, namely girls; economically disadvantaged, special needs children; and children from
rural areas (MoES, 2012). Children with special needs were the most affected because of the
long distances to school, inadequate school facilities, and the limited number of teachers with
the knowledge and skills to educate these children (MoES, 2016).
Workforce Quality
Many Ugandan primary school teachers lack adequate skills to effectively teach at the
required level (MoES, 2016; Vermeulen, 2013). In addition, many teachers still hold a negative
attitude toward girls’ education, while some continue to administer corporal punishment even
though it has been abolished (MoES, 2012). Teachers’ attitudes contribute to children’s
performance, school attendance, and their subsequent dropping out. Additionally, Ugandan
teachers are often absent from work, approximately 20% to 30% of the time, while school
principals are away from school two days out of every five (MoES, 2014a; UNICEF, 2015b).
Teacher absenteeism has directly impacted student performance through student absenteeism,
low academic performance, and repetition of classes, ultimately resulting in students dropping
out.
Political Involvement
The UPE was initially politicized because it was used as a campaign tool, a strong
political backing that continues (GoU, 2015). However, instead of the policy objectives being
viewed as a national responsibility, many viewed it as a reward for voting “correctly” (MoES,
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2016). Many communities expected the government to cover all the social-economic costs,
including meals at school, some of which were not specified in the UPE. Apart from enrolling
their children, very few parents and communities were aware of their respective roles outlined
in the UPE. As a result, they inadequately provided the support they were specified to give to
children and the schools, a situation working in conjunction with other factors to cause girls to
drop out of school. Further, the UPE enforcement agencies were politically elected local
council members (LCs) who often did not implement UPE requirements (e.g., ensuring
children attend school) because of their fear of not being re-elected in the future (MoES, 2015).
Inadequate Community Involvement in Schools
Many studies have demonstrated the significant role that communities have on
children’s academic performance and achievement (Flora and Flora, 2013; Robinson Jr. &
Green, 2011). Yet in Uganda, many communities are not fully engaged in school activities. A
community influences education in two ways: One is involuntarily through community
traditional norms, culture, characteristics, and values. These determine child rearing and
informal training systems and practices (Bronfenbrenner, 1986; Super, & Harkens, 1986). And
second, the community is also likely to influence the child through the association of peer
behavior, especially those regarded as models. Thus, when a community values education,
culture and communication will present a positive image of education and will influence
parents, children, and teachers toward attaining high education performance. Parents will
volunteer their time to work alongside the teachers to plan and monitor school progress; they
will provide supplementary funding through PTAs and share their knowledge and skills
whenever needed and as stipulated in the Uganda UPE policy.
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When community members work together, they harness resources from within such ass
time, finances, knowledge, and skills. This is beneficial to the communities because they are
then able to address challenges such as girls’ dropping out of school which need a multisectoral intervention and the collaboration of different players. Where this has happened -, for
example in a program managed by SCOPE in central Uganda, and in remote areas of
Rajasthan India, school attendance, retention, completion, and transition rates of children have
improved.( Banerge & Arvid, 2005; SCOPPE, 2015). Community efforts to improve children’s
education will draw children back to the community when they finally succeed. They will then
be willing to give back in various ways to contribute to the development of their community.
Failure for schools and communities to work together to design mitigation measures against
school dropout will undermine UPE efforts and community.
In summary, these issues, if not addressed by community involvement, undermine the
achievement of UPE, in particular affecting completion at the primary level and transition to
secondary school as illustrated in Table 2.3.
Table 2.3
Survival Rates to Grade Seven and Transition Rates to Secondary School
2.3 Survival Rates to Grade Seven and Transition Rates to Secondary School 1

Year

Survival rates
Transition rates
Boys
Girls
Boys
Girls
2007
27
28
70
67
2008
27
28
71
68
2009
29
28
66
62
2010
30
29
67
63
2011
31
31
67
64
Note: Adapted from ‘Education Sector Gender Statistics Profile: Uganda Bureau of Statistics
(UBOS, 2012, p.15).
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Summary
This chapter highlighted the efforts of the international community in enabling more
girls to enroll and complete the primary education cycle through the UPE policy. Overall, the
UPE has improved equality and gender parity at enrollment in many countries, but completion
rates, especially among girls, remain a challenge. The chapter also provided the background for
the UPE in Uganda in addition to discussing the challenges facing the country in its effort to
provide girls with a basic education. These included a fast-growing young population; poverty;
and inadequate school facilities, funding, and mechanisms for enforcing the UPE by the
government. This chapter highlighted need to think of innovative ways for addressing the
challenges related to primary education.
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CHAPTER III
LITERATURE REVIEW

This literature review is divided into two sections, with the first reviewing the research
on the Bronfenbrenner Ecological Systems Theory, the conceptual framework guiding this
study. The second section provides the review of literature on the association between girls
dropping out and the following explanatory variables: (a) girls internal characteristics, such as
girls’ ages, self-efficacy, motivation, and perception of gender roles; (b) family demographics
and environment, including family size, family structure, perceived parents’ ability to provide
for the family, perceived parental attitude to girls’ education, and family labor needs; and (c)
school climate, including physical structures and teachers’ support in school.
Theoretical Framework
There has been a growing appreciation for understanding the context and factors that
influence a child’s education. One of the theories widely used to explain the relationships that
shape child development and the subsequent decision to remain in school or leave prematurely
was developed by Bronfenbrenner (Bronfenbrenner, 1989a; Tyler, 2011). His Ecological
Systems Theory defines and explains human development as taking place within an
individualized environment built upon systems of relationships conceptually stratified into five
levels: (1) the microsystem (2) the mesosystem, (3) the exosystem (4) the macrosystem and (5)
the chronosystem. By locating different social actors and institutions (e.g., students, families,
schools, school districts, communities) within these levels and documenting their complex
interactions with one another, researchers can map an educational environment and determine
its effect on different learning outcomes.
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This study uses Bronfenbrenner's Theory to develop the conceptual framework seen in
Figure 3.1 to examine why girls stay in or drop out of primary school in the Busolwe subcounty, Butaleja district.
3.1

Conceptual framework 1

Figure 3.1 Conceptual framework based on the Ecological Systems Theory.
Adapted from the Ecological Systems Theory (Mikisa, 2018). This figure illustrates how
variables in the micro- meso- exo- and macrosystems interact to influence girls’ dropping out
of primary school.
All variables examined in this study form part of the microsystem of this system, which
is the most immediate of the nested systems described above. Examples include individual
girls’ characteristics, individual family environments, and individual school environments.
Important factors determining the relation of the different microsystems to one another include
patterns of activities, social roles, and interpersonal relations, to the extent they relate to one
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another directly in face-to-face settings (Bronfenbrenner, 1989a). In addition, these relations
have bi-directional impacts; when different microsystems interact with one another, both
influence and are influenced by their associates. Microsystem level factors have a large impact
on the growth, development, and decision mechanisms of a child. They, therefore, are
important determinants in whether a child continues in school. A single component of a
microsystem (e.g., parental attitudes) may influence a girl’s decision to stay in or drop out of
school, or this decision may be the result of multiple aspects of a single microsystem (e.g.,
parents’ attitudes to girls’ education combined with their ability to provide scholastic
requirements) (Cole, Cole, & Lightfoot, 2009).
The mesosystem, the second level conceptualized by the Ecological Systems Theory,
recognizes that no individual microsystem is independent; rather it is built through the links
between different microsystems (Bronfenbrenner, 1995) that exert bi-directional influence on
one another. Sometimes, a girl’s decision to stay in or drop out of school cannot be found in a
single microsystem but can be accurately located in their mesosystem, for example when a girl
leaves school because her lack of motivation is combined with unsupportive parents and
inadequate facilities at her school.
The third level theorized by the Ecological Systems Theory, the exosystem, comprises
the wider community; larger social systems; and events, decisions, and employment conditions
that affect the student indirectly through other components of the mesosystem. Although the
components of this system have no direct contact with the child, they still directly influence
processes within the child’s immediate setting. For example, if coffee prices fall, the reduced
financial support to the children whose parents are coffee growers or traders may be the
proximate cause for the child’s inability to buy school supplies, in turn prompting the child to
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drop out. In this case, a girl’s decision to leave school could be accurately located in the
exosystem.
The fourth and outermost level described by Ecological Systems Theory is the
macrosystem, which consists of the combined interactions of the micro-, meso-, and
exosystems with one another. Macrosystems are defined by the characteristics of a culture or
subculture, especially cultural aspects such as belief systems, customs, material resources,
lifestyles, hazards, and life opportunities (Bronfernbrenner, 1986, 1989, & 1995). It allows
researchers to move beyond the labels of class and culture to examine more specifically
psychosocial and policy features at the macro- system level that affect specific conditions and
processes occurring in the microsystems.
The macrosystem is usually considered to exert a unidirectional influence on the micro-,
meso-, and exosystems. For example, a national or a community custom of marrying
prepubescent children will necessarily influence how long a child remains in school (UNICEF,
2015a) while being unaffected by the child’s participation or non-participation in the custom.
Although this study will not examine macrosystems, it is important to remember the
background influence that this level exerts on parental and community beahvior. Thus, we note
that the culture and values of the wider community are likely to influence the way parents,
teachers, and girls perceive the education of girls; the ability of parents to manage their
families; and the interaction of components in the mesosystem.
The fifth level discussed by the Ecological Systems Theory is the chronosystem. This
system is not one of the four nested levels; rather, it is a time-based system that influences all
of the nested layers. The chronosystem, which encompasses change or consistency over time,
is a characteristic of both the person and the environment. It can be conceptualized in varying

42

lengths as either short or long. Changes could possibly happen within the education system,
such as a change of policy or the transfer of a friendly teacher. Within the family environment,
it could be a loss of a parent; for the student, it could be a change of friends or biological
changes such as the beginning one’s menses. These all need to be examined through day-byday and year-to-year time scales, with each alteration in the length of the chronosystem
highlighting different series of important events (Johnson, 2008).
In summary, Bronfernbrenner (1989) advocated for a field-theoretical approach to
research in which the interactions of processes, person, and context are taken into account. The
model illustrated in Figure 3.1 offers an appropriate and paradigmatic model of this approach,
applied in this research for the purpose of examining how complex educational environments
affect the retention of girls in school. By using this model, this study seeks to explore how
developmental processes and outcomes (in particular the retention of girls in primary school)
vary as a joint function of the characteristics of the child, the school, and the ecological system
environment surrounding the school. This study will not address all areas identified in the
model but will emphasize certain aspects of the microsystem, specifically those related to the
family environment, school environment, and girls’ perceptions and characteristics and
reviewed in the literature.
Factors Contributing to Girls’ Failure to Complete Primary School
According to UNESCO (2012), girls fail to complete primary school at a higher rate
than boys. Multiple causes for this divergence vary from country to country and even among
different locales within the same country. This section supplements the discussion on causes of
girls’ dropping out of primary school that began in Chapter Two by reviewing the current
literature relevant to variables under examination in this study. Specifically, the following
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factors are introduced: (1) demographic factors (age of the girl and family size); (2) girls’
internal attributes (perceived self-efficacy, motivation, and perceptions of gender roles); (3)
family environment (perceived familial ability to support the family, perceived parental
attitude toward girls’ education, and household labor need); and (4) school environment
(school infrastructure, perceived teacher support of girls’ education, and safety at school).
These variables are investigated here because they can be addressed more effectively through
UPE policy than factors such as culture, which requires a more comprehensive and longer-term
approach.
Individual and Family Demographic Factors
Student age. Many countries have an official age at which children are recommended
to begin primary school. However, some children enrolled in school following the introduction
of the UPE were not of their respective country’s recommended age, some being younger and
others older. In Uganda in 2010, for example, the gross enrollment rate was120% while the
NER was 80% (MoES, 2010). That year, the mean and median ages of first graders were 7.4
and 7 years old, respectively, approximately eighteen months and one year over the
recommended age of six. Thus, many enrollees were significantly older than the statutory age
of enrollment.
This situation in which enrollees are significantly older than recommended is not
unique to Uganda and has a variety of causes (Sabates, et al., 2011; UNICEF, 2015a). Some
children begin their education late because their parents cannot afford school tuition
(Tamusanze, 2011). Others are held back because the school they would enroll in was far
away, and their parents do not think their child can travel that far at the recommended age of
enrollment. In addition, researchers have suggested less intuitive reasons for children enrolling
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school late. For example, Abuya and colleagues (2000) and Gomes (1984) found that Kenyan
children living with both biological parents were 1.3 times more likely to be in the
recommended grade for their age compared with children living with a single parent or one
biological and one step-parent.
There are challenges associated with beginning school at a later age than
recommended. Researchers have found that girls enrolling in school at an age later than
recommended is significantly correlated with a higher than average likelihood of dropping out
of school. In fact, in their 2012 study, Sabates, Hosseain, and Lewin found the expected and
actual age of a student was the most significant contributory factor to girls’ failure to complete
primary education in Bangladesh. Their research found a 40% reduction in their likelihood of
dropping out when girls were enrolled in the grade appropriate for their age. Another study of
the two largest communities in Ethiopia conducted by Nekatibeb (2002) found similar results
in his study suggesting that the onset of puberty for older girls substantially increased their
likelihood of leaving school prematurely.
Numerous other studies supported the finding that girls “older” for their grade have
higher drop-out rates than “appropriately” aged girls (Atayi, 2003; Duclos, Kiconco, Levine,
Enyimu, et al., 2013; Lloyd, Mensch & Clark, 2000). They have attributed several factors that
influence the decision to drop out including grade repetition (Kabay, 2016), being unable to
afford sanitary towels, and staying home as a result of their parents arranging for them to be
married. Being kept home instead of attending school because they become more economically
useful to their families as they grew older was found to an additional factor (Dalal, 2017).
Family size. Research results on family size, the number of people in a single
household, and its relationship to female primary school dropout rates are contradictory. While
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some studies have found that living in a larger family increased a girls’ chances of leaving
school prematurely (Tamusaze, 2011), others have found the opposite effect (Nekatibeb,
2002). Nakatibeb suggested that the larger the family, the more opportunities it has to generate
economic resources and divide labor, thereby decreasing the likelihood of children being kept
home from school due to lack of supplies or a family’s need for labor
Girls’ Internal Attributes
In this study, girls’ self-perception is operationalized as girls’ subjective assessments of
their scholastic abilities (self-efficacy), motivation, and perception of gender roles and
equality. Although the factors surrounding the girl are likely to influence her leaving school
prematurely, girls themselves also play a role in the school dropout process (Gardiner &
Kosmitzki, 2011). In some instances, they are the ones who make the final decision to do so, a
decision often determined by their self-perception and motivation to attend school.
Self-efficacy. Self-efficacy refers to one’s perceptions of their abilities. Similar to the
ecological theory which posits a bi-directional influence between a person and his microenvironment, Bandura’s (1997) cognitive theory proposes that the ability to accomplish tasks is
influenced by the interaction of different internal factors, emotions, and behaviors with the
environment. Both theories suggest people (in this case girls enrolled in school) influence their
environment at the same time their environment influences their perception of the world (in
this case their self-perception of their scholastic ability and their self-efficacy).
Multiple studies have found that people’s subjective assessment of their own abilities
influence the choices they make and their persistence in pursuing their chosen goals (Bandura,
1997; Schunk, 1995). Other studies have found when people do not have self-confidence in
their ability to succeed, they will abandon a goal. In relation to this study, these results suggest
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girls who do not have positive assessments of their scholastic abilities will be at a greater risk
of leaving school prematurely than girls who are confident of their abilities. This is especially
true when girls with negative self-assessments are faced with additional challenges, this
situation helping to explain Stoebenau, et al.’s (2015) findings that girls who believed they
were of performing well in school were three times less likely to drop out than those who
believed they were performing poorly.
Motivation. Motivation plays a critical role in decision-making because it determines a
person’s attitude toward a given task (Bandura, 1993). Thus, when a girl is motivated and
aspires to achieve academically, her attitude relating to learning will be positive. Furthermore,
though a girl’s view of female education is often a product of her home and school
environments, it can also develop independently and in spite of limiting external
circumstances. Studies have found that a positive perception of school improves girls’ levels of
scholastic motivation and completion rates, while negative attitudes discourage girls from
continuing education (Usher & Kober, 2012). Additionally, Mpyangu, et al., (2014) reported
that the likelihood of girls dropping out is lower when they have academic goals and are
motivated to study and learn. Mzuza, Yudong, and Kapute, (2014) found similar results: girls
who were not motivated to continue with school were likely to drop out.
Girls’ perceptions of gender roles. Many African cultures, including the Ugandan
culture, have traditionally socialized girls to believe that their role is to marry, raise children,
and obey their husbands (UNICEF, 2015b). Although this trend continues, some families have
attempted to alter perceptions of gender roles and norms. While some girls believe they have
no right to an education, others believe they are entitled to academic achievement and can
compete favorably with their male counterparts (Atayi, 2008). Stoebenau, et al., (2015) found
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that such a break with tradition dramatically improves primary school completion rates among
girls. Their study found that girls who held traditional or other beliefs encouraging the
subordination of women to men (e.g. that boys should have a better education than girls; men
should have the final say in family matters; it is okay to beat women; or if girls drop out of
school, they should marry) were 55% more likely to drop out than girls whose beliefs
challenged women’s subordination (e.g., women have as much opportunity to study, achieve
academically, and obtain good employment as men).
Family Environment
This research operationalized family environment as parental or caretaker attitudes
regarding girls’ education, parents or caretakers’ abilities to provide for their families, and
children’s labor requirements in the home. Various theories (e.g., Bronfenbrenner, 1989a;
Super & Harkens, 1986) suggest that the family plays a key role in individual development and
achievement. In ecological theory, the family is considered the most immediate system (the
micro-system) affecting a child’s socialization, learning, and behavior (Bronfernbrenner,
1994).
Perceived parental attitudes towards girls’ education. Many reports regarding girls’
education (e.g., Arazameneddova, 2011; UNESCO, 2015b; UNICEF, 2015a) indicate that
parental attitudes affect their daughters’ ability to complete primary school. Often, parents in
low-income countries believe girls’ education should be preparation for marriage, giving birth,
and taking care of their families. These parents typically live in communities whose language,
decisions, and values are built around this belief. For this reason, girls living in such
communities are denied a well-rounded education. Girls’ instruction, discipline, and correction
are given through the framework of wifehood. Their education consists of the repetition of
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such advice as “you must do this in order to be a good wife” and “you must cook well, wash
clothes, farm or no one will marry you.” This environment and traditional education condition
girls, their parents, and sometimes even their teachers to think girls should learn how to do
housework instead of receiving a Western-style education. Parents holding such beliefs and
living in such cultures are unlikely to encourage daughters to stay in school or expect
daughters to pursue education beyond the first few years of primary school.
Sometimes parents are reluctant to invest in girls’ education because they believe the
benefits from this education will be realized by the family into which their daughter marries
(Holmes 2003; Purewal & Hashmi, 2014). According to Purewal, et al., (2014), boys’
education is perceived by parents to have a higher economic return for the family compared to
that of the girls. Many parents in India, for example, believe that attaining numeracy and
literacy skills was sufficient education for the girls. In their study conducted in India,
Roychouldhury and Coswamee, (2018) found such sentiments among parents: 79% of the
women believed that too much education for girls created challenges in their marriages
because they cannot easily be controlled (Purewal, et al., 2014). Parents were found to be
reluctant to support their daughters’ education, believing a Western-style education was not
beneficial because it fails to prepare girls to live in the society they actually inhabit (Sternberg,
2002).
Numerous studies (Atayi, 2000; Chepleting, Chapkemei, Yano, & Chebeti, 2003;
Tamusanze, 2012; Nekatibeb, 2002) found parents who have these perceptions do not support
and encourage their daughters to continue their education, leading to girls’ dropping out of
school. Ogola (2010) also found that parents who did not believe education was valuable were
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reluctant to spend resources on their daughters’ education, which in turn contributed to girls
failing to complete primary school.
Perceived parents’ ability to provide for children. Many studies have demonstrated
that low familial incomes and poverty are the most important causes of girls’ failing to
complete primary school in both Uganda and other places around the world (De Witteᵼ, Cabus,
Thyssen, Groot, Maassen van den Brinkᵼ, 2013; Stoebeneu, et al., 2015; UBOS, 2001). Even
though the UPE is tuition-free in many countries, including Uganda, supplementary
expenditures such as those for uniforms, textbooks, school lunches, and contributions to
Parent-Teacher Associations (PTAs) to supplement teacher salaries limit the efficacy of not
charging tuition (MoES, 2012).
Poor parents often have to balance the costs of immediate necessities (e.g., food and
medicine) with the costs of long-term investments in their children’s education. Such parents
often use their available resources on the former at the expense of the latter, especially if they
do not perceive the value of girls’ education. In these circumstances, the girls do not receive
adequate material support or encouragement from parents to continue in school and are likely
to drop out. Even when girls are encouraged to attend school, those from low-income
households may go to school hungry or lack proper supplies because their families are unable
to afford such expenditures. Families with many children may be forced to divert money away
from younger children’s school supplies for older children’s more pressing needs (Okumu,
Nakajjo, & Isoke, 2008). Circumstances such as these are why UNICEF (2017) found that
children from the poorest families are three times less likely to be in school than their wealthier
counterparts.
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Household labor needs. Child labor is defined as a child either working more than
twenty hours per week or leaving school to work (ILO, 2016). The percentage of child labor in
a given labor market varies from country to country and within a single country depending on
the social context (e.g., urban vs. rural). It is estimated there are more than 153 million child
laborers worldwide. Families in many non-industrial countries often rely on child labor for
sometimes dangerous tasks including farm work, babysitting younger children, and petty trade
at the market (ILO, 2O16). In Uganda, for example, 80.9% of all school-age children (six to
seventeen years old) provide some kind of labor contribution to the household. (UBOS, 2016).
According to ILO reports, some girls work as many as 28 hours a week and some 43 hours or
more per week. While 68% can continue with school, 36% cannot.
Often, the need for children to work creates a situation where financially supporting
these children’s education has a twofold negative economic impact on a household: a family
with a child in school spends money on supplementary academic expenditures while
simultaneously losing that child’s potential productive labor. Thus, many poor parents keep
their children at home and reap the short-term rewards of doing so (profit from that child’s
labor and the savings on school supplies). Often, parents cannot perceive the long-term
disadvantage of this behavior since the returns on education are future and sometimes abstract
gains.
Many children who make significant labor contributions to their households find it
difficult to both work and attend school. As a result, 23% of child laborers drop out of school.
Additionally, girls more frequently than boys are required to engage in household labor rather
than attend school. As a result, female child laborers drop out of school twice as often as their
male counterparts (Kesente, 2003; Tamusanze, 2011). Even when girls who work at home are
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permitted to attend school, their work can lead to frequent absences (UBOS, 2001; Stoebenau,
et al., 2015), causing them to fall behind their peers, receive lower grades, and repeat grades
(MoES, 2014).
Several studies have found a strong connection between household labor and girls’
dropout out rates. For example, Stocbenau et al., (2015) found that girls who stayed home to
work a significant amount of the time are 300% more likely to drop out by twelve years old
than those without significant household labor requirements. Other researchers supporting
Stocbenau et al.’s findings include Mpyangu, et al., (2014) and Chepleting, Chapkemei, Yano,
and Chebet, (2013). However, whether parents to keep girls home from school because of a
need for labor, resulting in these girls dropping out of school appears to be culturally relative.
Nekatibeb (2002) demonstrated that while labor shortages in Ethiopia’s Amhara region led to
many girls dropping out to work at home, this did not occur among Ethiopia’s Oromia ethnic
communities, despite the latter’s similar need for labor. Interestingly, this situation is not
considered by most parents and girls as inequality but rather natural (Stoebenau, et al., 2015).
School Climate
Multiple studies ( Mpyangu, et al., 2014; Tamusuza, 2011) have found that the school
environment is strongly correlated with the retention of girls. For the purposes of this study,
the school environment is considered as a combination of (a) physical structures including the
number of desks and textbooks per student, the number of teachers per student, the number of
students per classroom, and the presence of separate and sex-segregated restrooms; (b) teacher
support including teachers’ attitudes regarding girls’ education and teachers’ encouragement
of female students; and (c) safety at school including bullying, corporal punishment, and
sexual harassment.
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School physical structures. Physical structures include classrooms, desks, textbooks,
latrines, and water. When the UPE was introduced, many countries were not prepared for the
subsequent surge in enrollment, and the available educational facilities were inadequate. UN
member states have made some attempts to address these problems with school infrastructure,
but these efforts have not substantially improved the situation in many countries. Uganda
provides a good example of the problems yet to be solved.
Infrastructural improvements are imperative because these inadequacies negatively
impact enrollment, retention, and quality of education. Lizette (2000) and Pillitteri (2012) both
show that adequate physical facilities improve primary school retention, findings supported by
numerous other studies including those conducted by Kasente (2008); Mosigisi, Wanabua, and
Saino (2015); and UBOS (2001), all of whom also found inadequate school facilities
contributed to children failing to complete primary school. According to UNICEF (2012)
10.9% of Ugandan students dropped out as a result of inadequate educational infrastructure and
learning facilities. For example, although UNESCO (2016) maintained that each child is
entitled to a textbook, in Uganda, one textbook is shared between an average of four to seven
students (MoES, 2015; Winsor Consult Rwanda Ltd and Measure Africa (U) Ltd, 2016).
Textbooks are crucial educational tools that improve learning outcomes and academic
performance (Chingos & West, 2010; Fernandez, 2014; Sawchuck, 2011). When children do
not learn, their motivation to remain in school is impacted, and consequently, they drop out.
Another area of concern related to the physical environment of schools across lowincome countries is the student-teacher ratio. Due to the increased enrollment that followed the
introduction of the UPE, student-teacher ratios and the number of students per classroom
increased dramatically (UNICEF), leading to the country’s current student-teacher ratio of 1:65

53

(MoES, 2015). Several studies have reported that high student-teacher ratios, such as those
currently found in Uganda, contribute to low enrollment and poor retention of primary school
students, while low student-teacher ratios have the opposite effect.
According to UNESCO (2009) a retention rate of 90% or higher requires a studentteacher ratio of no more than 26:1. Haugen, Klees, Stromquist, Lin, Choti, and Cornelius
(2011) examined data from thirty low-income countries, finding that low student-teacher ratios
improved enrollment and retention. Similar results have been found by Hungi, and Thuku,
(2010) in Kenya and Ruff (2016) for a number of sub-Saharan countries. These latter studies
also found small classes lead to improved learning outcomes and specifically improved
retention of girls. However, a low student-teacher ratio is in itself insignificant if teachers are
not well-trained for their jobs.
Access to sanitary facilities such as latrines is another key component of the physical
environment that impacts girls’ ability to complete primary school. Dreibelbis, et al., (2013)
and Jasper, Le, and Bartram (2012) established that sex-segregated bathrooms, adequate access
to drinking water, and proper training in hygiene reduce the number of girls who leave primary
school before completing the cycle. The availability of sex-segregated bathrooms is
particularly important for retaining female students. Mosigisi, Wanabua, and Saino (2015) and
Kesente (2008) found girls drop out of schools without sex-segregated bathrooms and where
drinking water is scarce more frequently than from schools without these problems. Similarly,
McCleary and colleagues (2015) found that the construction of sex-segregated latrines in
Indian primary schools significantly increased girls’ enrollment, especially among pubescent
girls. Reports from Uganda’s Ministry of Education and Sports issued between 1999 and 2016
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consistently found that the lack of adequate sanitary facilities contributed to girls dropping out
of school.
Teacher support. Teachers providing a supportive environment for all students is
important to student success. Unfortunately, some teachers favor male students at the expense
of female ones. Much research has been conducted on the connection between these attitudes
and girls failing to complete primary school. Nekatibeb, (2002) reported that many teachers
believed boys to be inherently better at school than girls and consequently pay more attention
to their male students. According to FAWE (2001), teachers carelessly used demoralizing or
demeaning words about girls in the classroom. As a result of such attitudes, girls sometimes
become discouraged. Studies have shown that this demoralization, in combination with other
factors, can prompt girls to leave primary school prematurely. In Kenya, Njau and Wamahiu
(1994) and Seka (2012) found that teachers’ negative attitudes towards girls’ education were
one of the most important reasons girls dropped out of primary school, findings supported by
Khan, Azhar, and Shah (2011).
Safety at school. Unsafe school environments can involve a variety of causes including
bullying, sexual harassment, and the use of abusive language and corporal punishment by
teachers. These factors can result in a student’s physical and emotional pain as well as a
student being afraid or having negative opinions about the school. In their study examining
tuition-free public schools in Kenya, Buop, Aloka, and Nyaswa (2018) found unsafe
environments created through “caning, cruel, and harsh teachers” p. 6, and the harassment of
children resulted in girls leaving school prematurely. Segumba (2015) found children who
developed a fear of teachers who gave out excessive corporal punishments developed negative
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opinions of those teachers and of the school in general, influencing some of these children to
leave school prematurely.
Summary
This review suggests that factors predicting school dropout do not work in isolation but
in combination as suggested by ecological theory. According to past research, parents with low
incomes are not able to provide all the school requirements for a child, and sometimes
children, especially girls, are repeatedly asked to stay home to supplement household labor
requirements instead of going to school. In addition, these girls are more often required to
remain at home than their male counterparts because of cultural gender roles and
responsibilities. Further, sometimes girls may be kept home because the parents do not see the
value of a girl obtaining an education. The findings from this past research also indicate that
parents with low educational attainment do not value education themselves and so do not
encourage their children to go to school.
This review further demonstrated that the school environment and physical facilities
such as crowded classrooms and insufficient desks, textbooks, and latrines contributed to girls
leaving school prematurely. In addition, girls’ perception of their ability to perform in class,
their understanding of gender roles and responsibilities, and their motivation to go to school
play key roles in whether they complete the primary education cycle or drop out.
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CHAPTER IV
RESEARCH METHODOLOGY

The primary objective of this study was to assess the factors closely associated with
girls’ failure to complete primary school in the Busolwe sub-county, Butaleja district of eastern
Uganda. To do so, the categories of factors investigated in the study included: (1) subjective
factors on the part of the student (motivation to go to school, self-efficacy and perception of
gender roles; (2) the students’ family environments (household chores, perceived parental
attitude toward girls’ education, and perceived ability for parents to support their children); and
(3) school climate (school infrastructure, school safety, and perceived teacher support). This
chapter presents the overall research design used in the study, a correlational design, including
details of the following aspects of the study: (a) the design, (b) the participants and setting, (c)
the sampling procedure, (d) recruitment activities, (e) the data collection procedure, (f)
measures, (g) analytical approach, (h) ethical concerns and (i) strategies for handling potential
challenges and threats.
Research Design
This study used a cross-sectional correlation research design. Specifically, a descriptive
correlational design was used to gain additional information about the factors influencing girls
in Busolwe sub-county to drop out of primary school. Although predictive analytical methods
were used in this study (e.g., logistic regression), the research design does not allow one to
examine any causal relationships between drop out and background characteristics of
participants.
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Participants and Setting
The target population of this study was the six primary schools in the Busolwe subcounty. The sampling frame for this target population was derived from the school records of
girls who enrolled in primary school from 2014 through 2018, some of whom were still in
school and some of whom had dropped out. The school records were obtained from the six
primary schools participating in the study.
This study examined the Busolwe sub-county of eastern Uganda’s Butaleja district
because it is a rural, remote location, the type of setting in which Ugandans most often fail to
complete primary school (UBOS, 2014), and Butaleja district was selected as it had one of the
highest primary school drop-out rates in the country— 70% in 2016 (New Vision, 2016). It is
hoped that findings from this district and sub-county will form a basis for similar studies in
other districts and sub-counties in Uganda
Sampling Procedure
The sampling frame for this study included all registered students in the six schools(Table 4).
Table 4.1
Number of Students Enrolled in Each School for the Year 2018
4.1 Enrolled students in participating schools in 2018 1
School
1
2
3
4
5
Grade
Grade
Grade
Grade
Grade
1 Nalugunjo 136
67
73
97
88
2 Buhabeba
166
58
74
63
69
3 Mugulu Int 158
98
94
90
98
4 Magambo
156
133
123
105
102
5 Bubalya
31
13
30
25
13
6 Napekere
186
143
164
147
122
Note. (Butaleja District Education Office Statistics Department
April 20, 2018).

6
7
Total
Grade
Grade
40
24
525
43
22
495
99
24
637
100
42
760
6
4
120
96
45
903
personal communication,

The G*power 3.1.9.2 software package was used to calculate sample size (Faul,
Erdfelder, Buchner & Lang, 2017). This calculation was based on a logistic regression analysis
58

using established guidelines (Lipsey & Wilson, 2001). In order to determine a sufficient
sample size, a two-tailed test was conducted using an alpha of 0.05, a power of 0.80, and an
effect size (odds ratio =2.33). The G*Power estimated a sample size of 249. The total number
of participants recruited was increased to 300 to account for missing data.
Recruitment Activities
After receiving authorization from the Uganda National Council of Science and
Technology (UNCST) and the IRB at Clemson University, the researcher visited each of the
six schools with letters from the Uganda National Council for Science and Technology
(UNCST), the Mbale Regional Ethical Committee (REC), and the District Education Office
Butaleja authorizing the researcher to conduct the study in these six schools.
Recruiting girls in school. Each school was requested to provide a list of girls between
the ages of 10 and 19 enrolled in school in 2018. The girls were stratified into different age
groups-- early adolescence (10-14), middle adolescence (15-17), and late adolescence (18-19).
From each age group, 10 students were randomly sampled per school bringing the number of
girls sampled per school to 33 participants per school with the exception of one which had 34
participants. For all the potential participants, a request was made to the school authority to
invite the parents of these girls to a meeting in the school their daughters attended. The purpose
of this meeting was to seek parental permission for the girls to participate in the study.
At the meeting, the researcher read the parental permission form and after making sure
that each statement was understood, asked the parents to choose to either allow or not allow
their child’s participation in the study. All the parents gave their consent and signed consent
forms (See the Appendix D and E.). The school was requested to invite the girls selected to a
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meeting in their school, its purpose to obtain their assent using the assent and consent forms;
each of the sampled girls still in school consented to participate in the study.
Recruiting girls who had dropped out of school. Schools were also requested to
provide a list of girls who had enrolled between 2014 and 2018 but had left prematurely. It
was difficult to trace the girls who had dropped out of school, first because some had moved
away from the research communities and secondly, because the parents thought the researcher
was part of a government exercise to arrest those who had failed to send their children to
school. Hence, the researcher used the help of local mobilizers trusted by the community to
approach parents whose daughters had dropped out of school individually. A total of 99 girls
were identified and recruited for the study.
There was no opportunity to sample dropout girls based on their ages. The criteria for
inclusion for this sample were girls who had been enrolled in school between 2014 and 2018
and were willing to participate and those whose parents gave permission for their participation
in the research. To obtain parental permission and the girls’ consent and assent, six meetings,
one in each school, were held for the parents together with their daughters at the primary
school the girls formally attended. All the recruited girls assented, consented, and were given
permission by their parents to participate in the study.
Recruiting interviewers. The interviewers were identified by the local sub-county
chief and the local council personnel. All interviewers had appropriate qualifications (i.e., a
diploma, bachelor’s degree, or master’s degree). They had training in research and had
previous research experience. They were familiar with the local culture and customs of
respondents because these aspects are important in social science research (Lee, Sulaiman-Hill,
& Thompson, 2014). Furthermore, their first language was the same as that of the respondents,
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precluding the need for translation. However, in order to improve the success of the research,
the interviewers participated in a two-day training session.
Training interviewers. To ensure the credibility, confidentiality, and the quality of the
data collection process, interviewers attended a two-day training session conducted by the
researcher. The training consisted of the following sections: (1) an introduction explaining the
purpose and importance of the study; (2) an explanation of the role of the interviewer; (3) an
explanation of the tasks of the interviewer; (4) a review of the behavior expected from
interviewers, including instruction on the importance of respecting local culture and
respondents as individuals, guidance on how to handle potentially uncomfortable situations,
instructions about maintaining confidentiality and reducing risk, and instructions about
collecting credible data; and (5) an overview of the most important aspects of the study,
including instructions for interviewing children, an explanation of the rights of participants, an
explanation of the meaning of informed consent and assent, instructions for obtaining informed
consent and assent, instructions on the use of survey instruments, and practice in obtaining
informed consent and assent and interviewing. The training was non-residential. All ten
interviewers were trained simultaneously at one venue. All interviewers signed an Individual
Investigators Agreement (see Appendix F) at the end of the training and before the beginning
of the study. As all the interviewers could read and understand English, this agreement was not
translated.
Data Collection Procedures
As mentioned previously, data were collected through face-to-face structured
interviews. Using interviewers was preferred because some of the respondents probably were
unable to read and write in the local language as they had never studied it even though it is
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their mother tongue. In addition, they had never completed a questionnaire. The structured
approach also allowed the interviewer to explain if needed, the meaning of a word or the
question. Each interviewer was instructed to ask each question exactly as it was written. The
participants were limited to a range of responses previously developed by the researcher.
Interviewers worked as a team interviewing respondents from one school at a time. This
approach was convenient for the researcher who was responsible for providing transportation
and meals for the interviewers. It also saved time considering the rural setting of the research
community. All the girls in the sample were interviewed in their respective schools in an open
space where adults could observe the interviews but without hearing the conversation between
the respondents and the interviewers.
All interviewers established rapport with every respondent, introducing themselves and
the purpose of the study and explaining the process. They then confirmed assent and consent
and assured the girls that their privacy and confidentiality would be respected. The interview
began after ensuring that the respondents understood what was expected of them. At the end of
the interview, the interviewer thanked the respondents and sent them to the local counselor
who provided each with an incentive of $1.39. The survey forms were handed to the researcher
at the end of each day.
Questionnaire Development
The questionnaires used to collect the data for this study were designed by the
researcher. The development process was guided by the work of Berdie, Anderson, and
Niebuhr (1986). The first step in the process was to develop a blueprint identifying the
essential content to be covered in the questionnaire and to ensure this content was at the
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educational level of the participants. Readability is an essential element in the reliability and
validity of an instrument.
The second step in the process was to search the literature for questionnaires or items in
questionnaires that matched the blueprint criteria. The appropriate existing items drawn from
other questionnaires and instruments used in this study were not copyrighted. Given the study’s
population, the researcher designed questions that were clear and did not include ambiguous or
vague language. Each item in the questionnaire has a response set that provided parameters
within which the respondent would answer. For example, some of the responses required only
an answer of “yes” or “no,” while others required a response to a Likert-type scale from one to
five.
Once the questionnaire items were developed the researcher determined their order.
This was done in consultation with members of the dissertation committee. The questionnaire
was pilot-tested in Uganda to determine the clarity of the questions, the effectiveness of the
interviewer instructions, the completeness of response sets and the time required to complete
the questionnaire.
Questionnaire validity
The content of the items in the questionnaire was passed through an extensive literature
review of the factors associated with girls dropping out of school in Africa and specifically in
Uganda. The content of these questionnaire items was also guided by Bronfenbrenner’s
(1989a) theory to ensure that the data collected reflected the complex interplay of the micro-,
meso-, and exo-systems. The development of the blueprint guided in the development and the
selection of items incorporated into the instrument that represented the domains of the
constructs of interest.
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One of the biggest concerns in developing responses sheets is omitting an important
response or asking a question that is unclear. Thus, the process of developing the blueprint, the
selection of the questionnaire items, and the pilot testing were important steps since a face-toface structured interview approach was used to collect the data. In addition, reading the
questionnaire to the participants allowed for the opportunity to explain the meaning of a
question or a word, an approach that probably reduced the number of questions with no
responses. Consistency in the way a questionnaire is administered is also important for
validity. In this study, the questionnaire was administered at the girls’ school, and the
interviewer read each question to the participant, so there was a high degree of consistency in
the way the questionnaire was administered.
A pilot study was conducted with a sample size of 30 girls in the study area who were
not part of the study participants. The purpose was to find potential flaws in the instrument
and any ambiguous wording considering that the questions had been translated from English to
the local language of the respondents. The pilot study was also used to train the interviewers,
enabling them to get more familiar with the instrument and the overall flow of the questions.
Based on the response, several adjustments were made to the questions as follows. A skip
instruction was added where necessary. For example, one was included after Question 11- the
question which established if a respondent was in school or not. If they were in school they
continued to the next question. If they were not, they skipped to an alternative part of the
questionnaire developed for girls out of school. Question14, which initially read-“Are you
expected to do housework at home after school? Was changed to – “Are you sometimes
expected to work at home instead of going to school?” The change was made because we
realized that every child who participated in the pilot study was expected to help with
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household chores once they are back home, and the issue was missing school to do household
chores. Thus the pilot study helped to improve the overall flow of the instrument and to
improve some of the questions to ensure the answers addressed the research questions of
interest.
Measures
The questionnaire gathered data in the following four main categories: (1)
demographic data, including the age of the girl, her primary caretaker, the size of her family;
(2) the girls’ internal factors (motivation to go to school, self-efficacy, gender equality
attitudes); (3) her family environment (household chores, perceived parental attitude toward
education, and girls’ perceptions of family resources); and (4) the school climate (school
infrastructure, school safety, and perceived teacher support).
School dropout status. The primary interest of this study was to examine whether a girl
was actively enrolled in school or had dropped out of school. This was measured using a single
item reading, “Are you enrolled in school?” The response was rated on a dichotomous scale,
with 1=no and 2=yes.
Demographic factors. The study questionnaire included a combination of statements
and questions describing the demographic characteristics of the participants. Girls marked their
age (measured as a continuous variable) and answered questions about family size, using two
questions: “How many brothers do you have?” and “How many sisters do you have?”
Additionally, the primary caretaker was identified using two questions, the first
reading, “Are both your parents at home?” measured with a dichotomous response of yes or
no. The second question read, “Who takes care of you?” with a list of choices ranging from
1=Auntie to 7=other.
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Girls’ internal characteristic. Each characteristic was measured separately
Self-efficacy. Self-efficacy was measured by selected items from the 23-item selfefficacy scale developed by Sherer, Maddux, and Mercandante (1982). Sample items used in
this study included statements: “When I set important goals for myself, I rarely achieve them”,
“One of my problems is that I cannot get down to work when I should” and “When I make
plans, I am certain I can make them work.” All responses were rated on a 5-point Likert scale
ranging from 1=strongly agree to 4=strongly disagree. The original scale had a Cronbach’s
alpha of .81 indicating a good internal consistency while the items used in this study had an α =
.62, indicating a questionable reliability (George & Mallery, 2003).
Motivation. Motivation was measured by a single item developed for this study, “I
enjoy going to school,” using a 5-point Likert scale ranging from 1=strongly agree to
4=strongly disagree.
Attitudes toward gender equality. The girls’ perceptions of gender equality were
measured using two items constructed for this study: “A girls’ primary role is to have children
and to take care of her family” and “Girls do not need as much education as boys.” The
responses were rated on a 5-point scale, ranging from 1=strongly agree to 4=strongly disagree.
The two items measuring gender perception were reverse-coded.
Family environment. Perceived parental attitude toward education and adolescents’
perceptions of family resources and household labor needs were measured using several
questions.
Perceived parental attitude toward girls’ education. Girls’ perceptions of their parents’
attitude toward their education was measured using two items constructed for this study,
“How much importance do your parents or guardian place on your education?,” with responses
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measured on a five-point scale of 1= none, 2= a little, 3= some, 4= a lot and 8= don’t know
and the item, “Do your parents expect you to perform well in school?” with responses of
1=definitely not, 2=not very much, 3=somewhat, 4= a lot and 8= don’t know.
Perceived parental ability to support the family. This variable was measured using two
items constructed for this study, “Do your parents provide you with all the things you need for
school?” measured with responses of 1= no, 2=yes and 8= don’t know; and Do you get
enough to eat at home? Always = 4, Most of the time=3, Occasionally = 2, Not very often=
1, and don’t know= 8.
Household labor needs. Household labor needs were measured using one item
constructed for this study, “Are you sometimes expected to work at home instead of going to
school?” with a dichotomous response of yes or no.
School climate. School climate included several aspects of school life, such as school
infrastructure, perceived teacher support, and school safety. Each aspect is described below.
School infrastructure. Participants were asked to rate the adequacy of the following
items using, not available, available but inadequate, available and adequate and don’t know.
The items were classrooms, play grounds, separate latrines for girls and boys, desks, text
books, and water. The question was adapted from Nekatibeb, (2002). The scale had a
reliability coefficient of .74 which is considered acceptable (George & Mallery, 2003).
Teachers’ attitude. This variable was measured using two items reading “Are you
encouraged and supported by your teachers to perform well and to stay in school?” with a
dichotomous response of no=1 and yes =2, and “Do your teachers favor boys over girls?” with
a response of no =1, somewhat= 2, yes =3 and don’t know =8
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School safety. This item variable was measured using a single item: “Do you feel safe
at a school?” The responses were measured on a range from no=1, somewhat =2, yes=3. and
don't know= 8
Analytical Approach
Data screening and cleaning. Data from the questionnaires were entered into SPSS for
analysis, and a codebook indicating variable names and labels was developed. Frequencies
were run for each question to ensure there were no data entry mistakes. Frequency and patterns
of missing data were examined. Additionally, cases with out of range values were checked.
The researcher checked all data for reliability, and Cronbach’s alpha was used to determine the
reliability of each scale by running reliability tests. The researcher also checked the normality
assumption of all interval level variables using the Shapiro Wilk’s Test. The IBM Statistical
Package for the Social Sciences (SPSS) v. 24 (IBM Corp., 2016) was used to carry out
analyses
Hypothesis testing. This study tested several hypotheses regarding students’ subjective
factors (area one), family environments (area two), and school climates (area three) as these
areas impact students’ completion or non-completion of primary education. All hypotheses
were analyzed using a combination of t-tests, chi-square tests, and logistic regressions were
conducted. Additionally, for exploratory research questions, descriptive statistics were
conducted. The findings from multiple tests were interpreted, synthesized, and triangulated in
order to draw conclusions. A summary of the data analysis plan is provided in Table 4.2.
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Table 4.2
Summary of Analytical Techniques by Hypothesis
Research Questions

Hypotheses

1. Are there significant
differences in demographic
characteristics between girls
who are in school and those
who dropped out?

H1a: Girls who dropped out of school will be t-test
significantly older than girls who are
Chi-square
currently in school.

2. To what extent do
individual strengths predict
dropout among girls?

H 2.1: Girls reporting higher levels of
motivation to go to school will be less likely
to drop out than girls reporting lower levels
of motivation.

Logistic regression

H 2.2: Girls reporting higher levels of selfefficacy will be less likely to drop out than
girls reporting lower levels of self-efficacy.

Logistic regression

H 2.3 Girls reporting greater importance of
gender equality will be less likely to drop out
of school than girls who attribute less
importance to gender equality.

Logistic regression

H 3.1 Girls who are expected to do
housework instead of attending school on
school days will be more likely to drop out
than girls who are not expected to do
housework on school days.

Logistic regression

3. To what extent does
family environment predict
dropout among girls?

Analytical
Techniques

H1b: Girls who dropped out of school will be
more likely to report … than girls who are in
school.

H 3.2 Girls who believe that their
Logistic regression
parents value education will be
less likely to drop out than
students who do not believe that their parents
value education
H 3.3 Girls in families with
adequate resources’ are less
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likely to drop out than girls in
families with strained resources.
4. To what extent does
school climate predict dropout among girls?

Logistic regression

H 4.1 Girls who perceive their school climate Hierarchical logistic
regression
as supportive in terms of adequate
infrastructure will be less likely to drop out
of school than students who perceive their
school climate as unsupportive.
H 4.2 Girls who perceive their school climate Logistic regression
as safe will be less likely to drop out of
school than girls who perceive their school
climate as unsafe.

5. How do girls who are in
and out of school perceive
risk and protective
influences on school drop
out?
4.2

H 4.3 Girls who report greater teacher
support will be less likely to drop out of
school than girls who perceive less teacher
support in their schools.

Logistic regression

H 5: Risk and protective influences on
school dropout are perceived similarly by
girls who are enrolled and those who
dropped out.

Descriptive statistics

Summary of Analytical Techniques by Hypothesis 1

Ethical Concerns and Threats to Validity
Permission was sought to conduct the research at all levels: Parental permission, and
girls assent, and consent were obtained. There was flexibility that allowed participants to drop
out even after giving permission, assent, and consent. The researcher took time to ensure the
participants understood the objective of the study, the process involved, its benefits and what
was expected of them. Participants’ survey information was not identifiable, and all responses
were kept confidential, known only to the research team. The completed survey forms were
kept in a secure place, and all papers were destroyed after use. All participants were treated as
partners, not merely as sources of information. Considering that the research involved
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children, all interviews were held at convenient times and in schools in full view of the schools'
administrations and, at times, parents and the local council leadership.
Additionally, the study addressed a number of threats to validity. These included issues
related to the cross-sectional design of the data, recruitment challenges and sampling issues.
Several are described below in more detail.
First, it was difficult to trace children who had left school prematurely because some of
them had moved away from the research communities and most parents initially associated the
study with government efforts to take action against those whose children were not in school.
The researcher sought the help of local mobilizers who were trusted by the research
community to recruit parents and their daughters. Inevitably the number of dropouts was less
than that of the enrolled girls. Moreover, it was difficult to recruit these girls based on age
groups as was the case for enrolled girls. Future researchers need to allocate more time for
community understanding and buy-in.
Secondly, children who dropped out were required to remember incidents that
happened in the past. This could easily bias their responses since they probably have forgotten
what actually happened. It is important instead to conduct a longitudinal study, following the
same students over a period of perhaps four years. In addition, a qualitative study would
enhance the findings since it provides respondents with the opportunity to reflect as others give
their views.
Third, the cross-sectional design limited the acquisition of information for explaining
causality. Identifying factors that impede girls’ completion of primary school needed a
longitudinal study combined with an in-depth exploration of the issues surrounding girls’
dropping out of school in order to obtain concrete findings.
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Next, holding the research studies at school within view of the teachers potentially
encouraged the girls to give responses that favored their teachers. The researchers took the
time to explain to the girls that their responses would be kept confidential. Additionally,
interviewers potentially introduced interviewer bias among responses due to their attitudes,
biases and internal makeups. The researcher minimized this interview bias by training
interviewers and encouraging them to read the questions and responses exactly as they
appeared on the paper. Finally, because of the limited literature on the issue of girls dropping
out of primary school in the Butaleja District, this study is an exploratory one, with no other
benchmarks to act as foundations for it.
Summary
The methodology used in this study was selected to maximize obtaining accurate
responses to the questionnaire and, thus, gain accurate information about why girls in Busolwe
sub-county, Butaleja district of Uganda drop out of primary school. A sampling frame was
developed to ensure a representative sample by obtaining a list of all the girls in the district
who were currently attending school as well as a list of all those who had dropped out between
the years 2014-2018. The study environment was controlled by limiting where and how the
data were collected. Efforts were also made to develop a reliable and valid instrument.
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CHAPTER V
RESULTS
This study investigated factors that contribute to girls leaving primary school
prematurely in the Busolwe sub-county, Butaleja district, Uganda. It was designed to collect
data from the girls themselves from a location where no such research had been conducted
before. Descriptive statistics were used to determine central tendencies, and t-tests and Chisquare tests were conducted to establish differences between dropouts and the girls still in
school to address Research Question 1. A series of binomial logistic regressions were then
conducted to establish whether demographic characteristics, individual internal characteristics,
family environment, and school environment predicted girls dropping out of school to address
Questions 2 through 4 and to test the hypotheses. All models were tested while controlling for
age. A multivariate analysis to identify the factor contributing the most to girls dropping out of
school was also conducted.
Demographic characteristics of the sample
A total of 298 girls, of whom 67% were in school, participated in this study. Both
enrolled and not enrolled girls were recruited from the same school enrollment cohort (20142018). The descriptive statistics showed that of the 298 participants, 87% lived with both their
parents while the remaining 13% lived with either one parent or a relative. The girls in school
were relatively younger, with 68% being between 7 and 14 years old, 31% between 15-17 years
old and 1% between 18 and 19 years old. The mean age of the girls in school was 12. The girls
not in school were older, their ages ranging from 8 to 22 years old. Of these 94 girls, the ages of
17% ranged from 7 to 14, 44 ranged from 15 to 17, 33 % from 18 to 19, and 6% from 20 to 22.
The mean age for this group was 16. Further, the study also found that the girls who had
dropped out of school had on average slightly larger families compared to those still
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in school, and 46.2% of dropouts missed school to work compared to 24% of those still in
school.
In addition, more girls (86%) in school perceived high parental academic expectation
compared to girls not enrolled in school (56.4%). The study also found that more girls (73%)
still in school perceived that their parents were able to provide for all their needs compared to
the dropouts (36.2%). Comparatively, more parents, 79% of the mothers and 78% of the
fathers, of girls still in school had attended primary school, and 16% of the mothers and 32%
of the fathers had received a secondary education. However, only 51% of the mothers and 52%
the fathers of the dropouts had attended primary school and only 5.3% of the mothers and
11.7% of the fathers had attended a secondary school. Tables 5.1a and b summarize these
results.
Table 5.1a Age of participants
5.1a Age of participants 1

Age range
Years
7-9
10-14
15-17
18-19
20-21
Total

Girls enrolled in school(n=199)
Frequency
Percentage
3
2
132
66
62
31
1
1
0
0
198

Girls not enrolled in (n=94)
Frequency
Percentage
3
3
13
14
41
44
31
33
6
6.4
94
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Table 5.1b Additional demographic characteristic of the sample (n= 298)
Characteristics

Number

Percentage

Participants

298

100

Enrolled

199

67

Both parents in the home

232

78

88

30

206

70

37

12

205

68

76

26

Missed school to do household chores
Mother attended a primary school
Mothers attended a secondary school& higher
Fathers attended a primary school
Fathers attended a secondary school & higher

Research Question 1. What demographic characteristic differentiate girls in school from
girls not enrolled in school?
Several characteristics were tested using a t-test and a Chi-square analysis. These
included age, fathers’ secondary school education and higher, mothers’ secondary school
education and higher, work at home instead of going to school and perceived parental
expectation of school performance.
Differentiating Characteristics
Age. Girls who reported being in school at the time of the survey were, on average,
younger than girls who reported not being enrolled in school. This difference was statistically
significant, t(290) = 11.15, p < .05.
Siblings in the family. Comparisons between girls in and out of school revealed no
significant differences with regard to the number of siblings in the family, t(263) = .36, p = .72.
Parents’ secondary education and higher. A chi-square analysis showed that the
proportion of girls whose fathers had a secondary education and higher for girls in school was
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.85 and that for girls not in enrolled in school--.15. This proportion is statistically significant
(χ2 (1) N= 298=7.00, p < .008). Thus, fathers’ secondary school education differentiates the
girls in school from those not enrolled in this study. No significant relationship was found
between mother’s secondary school education for these two groups, enrolled and not enrolled
(χ2 (1) N= 298=3.55, p > .059).
Work at home. A chi-square test differentiated girls in school who missed school to
work from those out of school as the results showed that a proportion of .25 for girls in school
and one of .45 for the girls not enrolled, results that were statistically significant (χ2 (1) N=
279=11.5, p < .001). This finding suggests that staying home to do household chores instead of
going to school can be a characteristic of the girls who dropped out.
Perceived parental expectation of girls’ performance. Similarly, the chi-square test
found a high percentage of girls in school, 85%, perceived that their parents expected them to
perform well academically compared to only 15% of those girls who had dropped out of
school. The difference was statistically significant (χ2 (4) N= 285=31.9, p < .001). Table 5.2
provides a summary of the findings

Table 5.2
Differentiating characteristics
5.2

Differentiating characteristics 1
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Age

χ2 (4) N= 285=31.9, p < .001

Number of siblings

χ2 (4) N= 285=31.9, p < .001

Fathers’ secondary school education and higher

χ2 (4) N= 285=31.9, p < .001

Mothers’ secondary education and higher

χ2 (4) N= 285=31.9, p < .001

Missing school to work at home

χ2 (4) N= 285=31.9, p < .001

Parental expectation of girls’ academic performance χ2 (4) N= 285=31.9, p < .001

Based on these results, we can conclude that the characteristics that differentiate girls in
school from those who had dropped out include age, fathers’ secondary education and higher,
and perceived parental expectation of school performance.
Logistic Regression analysis results to test the Hypotheses
A series of logistic regression models were used to examine Research Questions 2
through to 4 and to test the hypotheses. All models were tested while controlling for age.
Binomial logistic regression was used here because the dependent variable, school dropout, is
dichotomous. The analysis is flexible and can be used to assess interval/ratio or categorical
(ordinal/nominal) independent variables. The results reveal the effect of each predictor.
Research Question 2 examined how girls’ internal characteristics: (a) self-efficacy, (b)
motivation, and (c) attitudes towards gender equality influence their dropping out of primary
school Three hypotheses were tested separately. Hypothesis 2.1 hypothesized that those girls
who reported higher levels of motivation to go to school were less likely to drop out than girls
reporting lower levels of motivation. Table 5.3a presents the results of the first logistic
regression model. As this table shows, the results indicate that the model significantly predicts
the outcome (χ2 (2) = 116.25, p < .001). In addition, the girls’ ages and their self-reported
motivation were significant predictors of dropping out. Specifically, older girls were more
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likely to report having dropped out of school compared to their younger counterparts (OR=
2.12, B =.75, p < .001), indicating that for a one unit increase in age, a girl was 2.12 times
more likely to drop out of school. Similarly, girls who reported greater levels of motivation
related to education were less likely to drop out than those who with lower levels of motivation
(OR, =.63, B = -.47, p < .01), results on average indicating that higher motivation was
associated with a 37% decrease in prematurely dropping out of school among girls.
Table 5.3a
Motivation and dropping out logistic regression model
5.3a

Motivation and dropping out logistic regression model 1

Predictor

B

SE

Age
.751
.09
Motivation
-.47
.25
Model Chi-square
116.25 (df = 2, p < .001)
Note. *p < .1, **p < .001.

95% CI
Lower
Upper
1.76
2.56
.39
1.01

ExpB

% Change

2.12**
.63*

37%

Hypothesis 2.2 postulated that girls attributing greater importance to gender equality
would be less likely to drop out of school than girls who attributed less. Table 5.3b presents
the results of the logistic model, the analysis showing that the model was statistically
significant (χ2 (2) = 114.56, p < .001). Girls who reported stronger attitudes toward gender
equality were less likely to drop out than those with weaker attitudes (OR = .73, B = -.32, p <
.01). On average, stronger gender equality attitudes were associated with a 27% decrease in
dropping out among girls. Similar to the previous model, girls’ age was a significant predictor,
with older girls more likely to report dropping out than younger girls (OR = 2.17, B= .77, p <
.001).

Table 5.3b
5.3b Perception of gender equality and dropping out logistic regression model 1
Perception of gender equality and dropping out logistic regression model
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Predictor

B

SE

Age
.773
.09
Gender equality attitudes
-.32
.16
Model Chi-square
116.25 (df = 2, p < .001)
Note. *p < .01, **p < .001.

95% CI
Lower
Upper
1.79
2.62
.54
.99

ExpB

%
Change

2.17**
.73*

27%

Hypothesis 2.3 hypothesized that girls reporting higher levels of self-efficacy would be
less likely to drop out than girls reporting lower levels of self-efficacy. The results of this
logistic regression analysis, which can be seen in Table 5.3c, indicate that girls’ self-reported
self-efficacy was not a statistically significant predictor of dropping out, after controlling for
age (OB, =.30, B= -.41, p > .05). However, similar to the previous model, the girls’ age was a
significant predictor, with older girls more likely to report dropping out than younger girls
(OR, =.47, B = -.76, p < .001).
Table 5.3c
5.3c

Self-efficacy and dropping out logistic regression model 1

Self-efficacy and dropping out logistic regression model
Predictor
Age
Self-efficacy
Model Chi-square
Note. **p < .001.

B

SE

,761
.09
-.41
.30
114.56 (df = 2, p < .001)

95% Cl
Lower
Upper
.39
.57
.83
2.72

ExpB
.47**
1.51

Research Question 3 explored which characteristics of the family environment: (a)
attitude of parents toward girls’ education, (b) ability to support the family, and (c) family
labor requirements of the primary caregivers, as perceived by girls, influence their dropping
out at the primary level in Busolwe sub-county. More specifically, three hypotheses were
tested. Hypotheses 3.1 proposed that girls who were stayed home to do housework instead of
attending school were more likely to drop out than girls who were not expected to do
housework on school days. The results seen in Table 5.4a show the model to be statistically
significant (χ2 (2) = 117.46, p < .001). Specifically, girls who reported having to stay at home
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to complete chores were more likely to drop out than those who did not report the need to do
so (OR= .34, B=.82, p < .001). On average, girls who indicated that they had to miss school
because of household chores had a 33% probability of dropping out of school, while girls who
reported the opposite had, on average, only an 18% probability of dropping out of school.
Table 5.4a
5.4a Missing school to do household chores and dropping out logistic regression model
Missing school to do household chores and dropping out logistic regression model
Predictor

B

SE

Age
.745
.9
Miss school to work at home
.816
.34
Model Chi-square
117.46 (df = 2, p < .001)
Note. *p < .05, **p < .001.

95% Cl
Lower
Upper
1.74
2.54
1.14
4.47

ExpB

% Change

2.17**
2.16*

Hypotheses 3.2 posited that girls who believed that their parents valued education were
less likely to drop out than those who did not believe that their parents valued education. The
results from the logistic regression analysis presented in Table 5.4b indicate that the model was
statistically significant (χ2 (2) = 114.56, p < .001). This analysis further found that age and
girls’ perceptions of their parents’ attitudes toward education were significant predictors of
dropping out of school. Specifically, girls who perceived that their parents expected them to
perform well academically at school and who placed a high value on education were less likely
to drop out than girls who did not think their parents held such views (OR = .56, B = .-.57, p <
.001). On average, perceived parental importance of education was associated with a 44%
decrease in dropping out among girls, controlling for age. Again, these results indicated that
older girls are 2.5 times more likely to drop out than the younger girls (OR = 2.56, B = .81, p<
.001).
Table 5.4b
5.4b Parental value of education and dropping out logistic regression model 1
Parental value of education and dropping out logistic regression model
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Predictor

B

SE

Age
.814
.10
Parents’ value of education
-.574
.14
Model Chi-square
141.58 (df = 2, p < .001)
Note. *p < .05, **p < .001.

95% Cl
Lower
Upper
1.82
2.79
.42
.74

ExpB

% Change

2.56**
.56**

46%

Hypotheses 3.3 posited that girls in families with adequate resources were less likely to
drop out than girls in families with strained resources. The logistic regression results seen in
Table 5.4c indicate that the model is statistically significant (χ2 (2) = 127.02, p < .001), and
that a girl’s age and the financial resources of her family were significant predictors of leaving
school prematurely. Specifically, girls who reported having the resources that they needed for
school were less like to drop out than girls who said their parents could not provide such
necessities (OR= 3.27, B = -.74, p < .001). Overall, family financial resources were a strong
predictor since girls who indicated that they had adequate resources had a 12% probability of
dropping out of school, while girls who reported not having enough resources had a 45%
probability of dropping out of school, controlling for age.
Table 5.4c
5.4c Parental ability to provide and dropping out Logistic regression model 1
Parental ability to provide and dropping out Logistic regression model
Predictor

B

SE

Age
.742
.10
Parents provide enough to eat
- .744 .23
Model Chi-square
127.02 (df = 2, p < .001)
Note. *p < .05, **p < .001.

95% Cl
Lower
Upper
.394
2.64
.09
1.36

ExpB

% Change

.758**
3.27 **

Research Question 4 examined the effect of school environment: (a) school
infrastructure, (b) school safety, and (c) perceived teacher support for girls’ primary education
Three hypotheses were tested, the results for all three finding no significant association (see
Tables 5.5a, b, and c). Hypotheses 4.1 hypothesized that girls who perceived the school climate
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as supportive based on adequate infrastructure would be less likely to drop out of school than
students who perceived their school climate as unsupportive. The results in Table 5.5a show
that school infrastructure did not predict girls’ dropping out as they were non-significant (OR =
1.11, .415, p > .05) even when the model was statistically significant (χ2 (2) = 114.56, p <
.001). However, similar to the previous analyses, age was a significant predictor for girls’
dropping out (OR = 2.13, B =.76, p > .001), the results indicating that an older girl was 2.13
times more likely to drop out than a younger girl.
Table 5.5a
5.5a School infrastructure & dropping out logistic regression model 1
School infrastructure and dropping out logistic regression model
Predictor

B

SE

Age
.756
.09
School infrastructure
.415
.39
Model Chi-square 115.35 (df = 2, p < .001)
Note. *p < .05, **p < .001.

95% Cl
Lower Upper
1.76
2.56
.71
2.21

ExpB
2.13**
1.21

Hypothesis 5.5b posited that girls who perceived their school climate as safe would be
less likely to drop out of school than girls who perceive their school climate as unsafe. As the
results in Table 4.6b indicate, school safety did not predict girls dropping out (OR = .89, B =
.85 p > .05) although age was again found to be a significant predictor of dropping out (OR =
2.56, B =.76, p > .001).

Table 5.5b
5.5b School safety and dropping out logistic regression model 1
School safety and dropping out logistic regression model
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Predictor

B

SE

Age
.756
.09
School safety
-.19
.85
Model Chi-square
122.1 (df = , p < .001)
Note. *p < .05, **p < .001.

95% Cl
Lower
Upper
1.79
2.56
.16
2.31

ExpB
2.13**
.89

Hypotheses 3.3 theorized that girls who reported greater teacher support would be less likely to
drop out of school than girls who perceived less teacher support in their schools. As seen in the
results in Table 5.5c, teacher support was not a significant predictor of girls leaving school
prematurely. The model was statistically significant (χ2 (2) = 114.7, p < .001), with age again
predicting dropping out (OR =2.13, B= .76, p < .001))
Table 5.5c
5.5c Teacher support & dropping out logistic regression model 1
Teacher support and dropping out logistic regression model
Predictor

B

SE

Age
.756
.09
Teacher support
.330
.54
Model Chi-square
114.73 (df = 2, p < .001)
Note. *p < .05, **p < .001.

95% Cl
Lower
Upper
1.76
2.56
.49
3.39

ExpB
2.13**
1.39

Multiple logistic regression
Multiple logistic regression was not performed due to low frequencies of many
categorical predictors in the context of a relatively small sample size. Quasi-complete
separation of data was the main concern that prevented from evaluating a comprehensive
model of school-drop out. Additionally, the primary purpose of this research was to explore the
predictive value of contributing factors rather than to test a theory explaining drop-out.
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Self-reported risk and protective factors of school drop out
Research Question 5 explored factors that girls perceived to be risk or protective
influences on their completing primary education. Specifically, responses to the following
questions were analyzed: “What are the major factors that make it difficult for girls to remain
in school?”, “Why did you drop out of school” and “What keeps you in school?” Responses to
the first question were analyzed separately for girls in school and those who dropped out. The
second question was administered only to participants who dropped out of school, while, the
third question was answered solely by actively enrolled students. Figures 5.1a and 5.1b provide
a summary of results. Overall, the most frequently reported factors included perceived poverty,
lack of parental support, early pregnancy and marriage, teacher-related issues, and lack of
scholastic materials. Although the most frequently reported challenges were similar for both
girls who were in school and those who had dropped out, some factors varied slightly between
these two subgroups of participants. For example, the vast majority of girls who were actively
enrolled in school viewed poverty as the primary challenge to staying in school. Alternatively,
the majority of participants who were not actively enrolled in school reported pregnancy and
early marriage as the top reason for leaving school prior to completion. Interestingly, the same
top five factors contributing to dropout viewed by girls in both groups primarily involved
factors at the family, individual and school level.
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Figure 5.1a Challenges to girls' remaining in school perceived by girls out of school
5.1a Challenges to girls' remaining in school perceived by girls out of school 1

5.1b Challenges to girls' retention in school perceived by in-school girls 1
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Figure 5.1b. Challenges to girls’ retention perceived by in- school- girls
Among participants who were out of school, the most frequently reported factors
related to their current status included a lack of scholastic material, a lack of parental support, a
lack of sanitary towels, poor teacher attitude, and family labor. Similar to responses to the
previous question, these results imply that the primary factors that keep girls out school are
complex and involve a combination of issues at multiple levels, such as poverty, parental
attitudes, the school environment, and girls’ own characteristics.
5.1b. Challenges to girls’ retention perceived by in- school- girls 1
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Figure 5.2a. Factors that contributed to particpants dropping out of school
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Figure 5.2a. Factors that contributed to participants’ dropping out of school
5.2a Factors that contributed to participants dropping out of school 1
5.2a. Factors that contributed to partic 2

Finally, the majority of girls who were actively enrolled in school indicated that
parental care contributed the most to their staying in school. This was followed by the girls’
motivation and aspirations and then adequate scholastic material, lunch at school, teacher
support, peer support, enough latrines and other factors listed by either one or two of the
respondents. Figure 5.2a summarizes the results. In summary, the pattern of these responses is
consistent with previously explored questions and reflects the idea that girls’ education is
defined by multiple factors at various levels, including girls’ internal characteristics, family
functioning, and school environment.
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Figure 5.2b Factors that keep enrolled girls in school
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Figure 5.2b. Factors that contributed to participants’ remaining in school
5.2b. Factors that contributed to participants’ remaining in school 15.2b Factors that
Summary of Results
The study was guided by the five research questions and hypotheses. Demographic
characteristics defining the sample were provided for both enrolled girls and those not enrolled.
The results indicated that of the 298 girls who participated in this study, 67% were in school
and the rest had dropped out. The study also found that the girls not enrolled in school came
from slightly disadvantaged socio-economic backgrounds. For example, they were older, and
their parents were likely not able to provide for the family. Chi-square and t-tests conducted to
examine differentiating characteristics between the two samples found that girls in school were
on average younger than those who had dropped out; that they were more likely to have a
father with a secondary school education; they were less likely to remain home to do
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household chores instead of being in school, and that they were more likely to perceive that
their parents expected good academic performance than the girls not enrolled in school.
This study found that girls in school and those who had dropped out were
differentiated by the following characteristics:-- Those who were in school were younger than
those out of school; those in school were more likely to have a father who had a secondary
school education and higher than those not in school; girls in school were less likely to remain
home to do household work instead of going to school compared to those out of school; and
girls who perceived their parents expecting them to perform well academically were more
likely to be in school than those out of school. These result support two hypotheses, H2.2 and
H2.3, but not H2.1
The binomial logistic regression analyzed three major hypotheses. The study
hypothesized that girls’ internal characteristics –H2.1 Self-efficacy, H2.2 Motivation, and H2.3
perceived gender equality would predict the potential for dropping out of school. The three
were tested separately, their results indicating that motivation and perceived gender equality
predicted retention, but self-efficacy did not have a significant association. The study also
examined the association of the family environment- H3.1 Parental attitude to girls’ education,
H3.2 Parental attitude for providing for the family and H3.3 Girls being kept home to work on
household chores instead of going to school. Each of the three predictors was found to have a
significant association with girls’ retention or dropping out of school as all three were
supported. Further analysis was conducted to examine if the school environment was
associated with girls dropping out. The three hypotheses H4.1, H4.2 and H4.3 were not
supported because the results were statistically non-significant. Thus, the analysis supported
six hypotheses out ten.
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Finally, responses from the girls reporting the factors they perceived as having the
greatest effect on girls staying in school or leaving school prematurely indicated that most were
associated with family environment, poverty, school environment, and girls’ internal
characteristics. Most interestingly parental care seemed to be the factor contributing the most
to girls’ retention in school followed by their motivation while a lack of scholastic materials
was perceived to be the highest contributing factor to girls withdrawing from school followed
by a lack of parental care. These findings will be discussed in detail in the next chapter.
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CHAPTER VI
DISCUSSION
Discussion of Major Findings
This study investigated the sociodemographic factors that contributed to girls dropping
out of primary school in the Busolwe sub-county of the Butaleja district, Eastern Uganda.
Using an ecological framework, factors were examined at the proximal (e.g., girls’
demographic and psychological characteristics) and distal (e.g., family and school
characteristics). The results indicated that girls’ age, fathers’ secondary school education, and
missing school to do household chores were differentiated characteristics between the enrolled
girls and the girls who had dropped out of primary school. Further, the findings supported six
hypothesis – that girls’ dropping out was associated with their age, motivation to study,
perception of gender, perceived parental attitude to girls’ education, perceived parental ability
to provide for the family, and missing school to do household chores.
Contrary to other studies, the study did not find a significant association among girls’
dropping out and girls’ perceived self-efficacy, school infrastructure, teacher support and
safety at school. The study also found the key factors contributing to girls’ dropping out to be
lack of scholastic material, lack of parental support, and early pregnancies and marriages.
Factors perceived to promote retention by in-school girls included, parental support, and
motivation to study, enough scholastic materials, and having a meal at school. The results for
each level of socio-ecological influence are discussed below, followed by a discussion on how
the findings extend theory and inform practical efforts to address the issue of girls prematurely
dropping out of primary school. In addition, the limitations of this study and directions for
future research inquiries are presented as well.
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Differentiating Demographic Characteristics
Girls’ age. Age was a demographic characteristic that differentiated the girls in-school
from those who had dropped out of school. Results indicated that girls who dropped out of
school were on average older than those in school even though all participants were taken from
the same enrollment cohort. As Table 5.1a shows, 66% of girls in school were between the
ages of 10 to 14 while 77% of the girls who had dropped out were between 15 and 19 years.
This finding was consistent with prior research (Ketija, 2018; Sabates, et al., 2013) that also
found age to be a positive significant predictor of dropping out of primary school. Various
reasons could explain the association between age and dropping out of school.
Firstly, girls who began primary school later than the official school enrollment age
underwent puberty during primary school tenure. Puberty imposes additional needs such as
sanitary towels, separate bathrooms for each sex, water for sanitation, and facilities that
provide privacy for personal care which are not typically provided for in primary school
settings (UNESCO, 2012). Even in this study, some of the girls reported the lack of sanitary
towels as a cause for their dropping out of school. Some of these needs were to be provided
for by their parents; however, financial constraints often resulted in inadequate resources for
ensuring that these needs were met (Atayi, 2008). Sometimes puberty is accompanied by rapid
growth in height and weight, resulting in one being more self-conscious than before and
uncomfortable with the corresponding changes in their bodies Eccles (1999). This may make a
girl to feel she is too old for school, causing her to leave school prematurely. Indeed some
participants who had dropped out of school reported being too old as a challenge to girls’
completion of primary school in the Busolwe sub-county (see Table 5.1a).
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Another issue likely to cause over age girls to drop out of school was poor academic
performance. Studies have found age to predict low academic performance among girls
(Enyimu, et al., 2013; Lloyd, Mensch, & Clark, 2000), resulting in the need to repeat academic
years. When children repeat a grade, they are discouraged and are likely to drop out of school
(Kabay, 2016; UNESCO, 2012). Even though boys also go through puberty and may face
similar challenges, girls are much more affected (Rankin, Lane, Gibbons, & Gerrard, 2004).
Further, as girls’ age, family dynamics often place more demands on them to play larger roles
at home such as performing household duties in preparation for norm-referenced social roles
(e.g., marriage). These responsibilities may require them to spend time away from school in
order to fulfill these roles (Purewal, et al., 2015; Tamusanze, 2011).
Collectively, evidence suggests a number of underlying explanations accounting for the
salience of age in relation to leaving primary school prematurely. In fact, the enrollment of
children older than the official age presents many challenges worldwide. The positive news is
that the number of these children is gradually being reduced primarily because of UPE
(UNESCO, 2012). In Uganda, for example, a study conducted by Nishimura, et al., (2008)
determined that UPE had reduced enrollment of girls older than the recommended age by
25.8% and of boys by 24.3%. Despite these efforts, this issue continues to be a challenge to
the educational achievement of the basic education cycle.
Several reasons lead to children’s failure to enroll in school at the right age. Some
children enrolled late because their schools were far from their homes and their parents feared
that they would not be able to walk such long distances at the right age or would encounter
risks along the way; some enrolled late because of parental inability to provide for the
scholastic needs.
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In Uganda, for example, Nishimura, et al., (2008) found this extra cost to be US $21
per child. This “small figure” is likely to be prohibitive for families who lived on less than US
$2 a day and had more than one child to educate. The children most affected were orphans,
those who lived with relatives, a step-parent, or a single parent, usually the mother (Abuya,
et al. 2018; Seginer, & Vermuls, 2002). Those children who found themselves in these
circumstances faced a bleak future. Additional strategies, therefore, are needed to target the
causes of late enrollment to supplement the UPE efforts. Many educational agencies and
governments have already implemented such initiatives to improve right age enrollment and
the academic performance of girls who are too old for their grades.
In Tanzania, for example, the government introduced a successful alternative
education program to improve the academic performance of these late -enrollees and those
who had dropped out. This program prepares students to join the right grades for their age or
enables them to attain education in some other way (UNICEF, 2004). Other programs
improved school proximity by establishing community learning centers for younger children,
children who enrolled late, and girls at risk. One such program that has enabled many children
who might not have had a chance to attain an education was implemented by the Ministry of
Education Afghanistan (USAID, 2018; UNICEF, 2004). These efforts could be copied and
introduced in communities in Uganda, especially in the Busolwe community.
Strategies to support parents financially have been implemented as well in many
communities worldwide and have been found to improve enrollment and retention (UNICEF,
2004). One example is the cash transfer programs in Mexico and Brazil or the provision of
scholastic materials such as uniforms to students in Kenya (DFID, 2011; Murnane, &
Ganimian, 2014).

94

Despite the wide use of cash transfers, some have not been successful because of poor
management( Murnane, & Ganimian, 2014). In addition, these interventions can cover only a
small section of the population because of inadequate funding and are also not sustainable
(DFID, 2005). For a rural community such as the Busolwe sub-county, where almost everyone
is a subsistence farmer (UBOS, 2017 ), strategies to improve parents’ incomes through
increased farm production; market knowledge; skills for self-employment; and, educating
parents’ in the value of education would serve better since parental incomes have been
associated with school retention as substantiated by this study and inferred in other studies
such as those under the auspices of UNICEF, (2015a).
Finally, schools with the support of PTAs and the government should provide facilities
such as separate latrines for girls and boys, water and private spaces for the girls. Studies
conducted in other parts of the world such as Kenya and India established that separate
sufficient latrines for girls and boys have improved attendance and retention of girls at school
(in India-- Adiku, 2013; in Burkina Faso-- Kazianga, Levy, Linden, Sloan, 2013).
Parental education. This study found that girls whose fathers had completed a
minimum of secondary school education were more likely to remain in school than girls whose
fathers had not. Conversely, the mothers’ education level was non-significant to girls’ school
retention. A substantial amount of research has documented the influence of educated parents
on children’s education, with varying results based on the scope of the study. Several studies
(Nakitebo, 2002; Stoebenau et al., 2015; UNICEF, 2015a) found that the education level of
both parents is associated with girls’ education.
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However, one study (Erola, Jalonen, & Lehti, 2015) found that the mothers’ education
is a stronger predictor of remaining in school among girls at lower school grades, whereas the
fathers’ education was more closely associated with school retention at higher school grades.
In this study, most of the parents on average 69% had been to a primary school and 20% of the
mothers had been to a secondary school; however, only the fathers’ secondary education
differentiated the girls in the two sub-groups. It is pertinent to mention that Butaleja district has
few employment opportunities and as such most of the population, over 87 % exists on rain-fed
agriculture of subsistence nature (Butaleja District Council and the National Environment
Management Authority (NEMA, 2008; UBOS, 2017).
It is, therefore, possible that the fathers with a secondary education had more access
to employment opportunities than the rest of the parents of the girls who participated in the
study. And, therefore, were more likely to afford or to sacrifice for their daughter’s education
since the ability to provide financially enables children to remain in school (Atayi, 2008;
Sabates, et al, 2010). In addition to formal employment, educated fathers were also likely to
implement innovative methods of production on their farms thus increasing their yields and
incomes (Schultz, 2004).
Fathers’ education could have also had a significant association on retention and not the
mothers’ education because of the patriarchal culture of most communities in Uganda (Global
Health, 2010). In such a system, men in a home control financial and productive resources and
make the major decisions. Therefore, an educated father was likely to have the responsibility of
deciding to spend family resources on a girls’ education than the educated mother. Further,
men could have easily moved out of the district to search for employment, a privilege that
mothers were not likely to have because of the triple gender roles of reproduction, production,
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and community management. Since a fathers’ education played a key role in girls’ retention,
programs to address retention should aim at improving parent’s education and the value of
education, through adult functional clubs which could be used to campaign for girls’ education
and to improve skills to produce more from the farms and off-farm income generating
enterprises. They should also target women’s empowerment to improve the ownership of
resources and decision making.
Missing school to work at home. Having to stay home to do household chores instead
of going to school was another characteristic that differentiated the girls in school from those
who had withdrawn from school prematurely p < 001. This finding agrees with numerous other
studies (Chepleting, 2013; Mpyangu, et al., 2014; Stoebenau, et al., 2015) that have found a
relationship between working at home and going to school. A detailed discussion will be
provided later in this section.
Parental expectation of girls’ academic performance. This study found perceived
parental expectation of girls’ academic performance a differentiating characteristic between the
girls in school from the girls not in school, p < .001. Thus, more of the enrolled girls perceived
that their parents expected them to perform well while most of those not enrolled in school did
not perceive this to be true. This could be because parents who expected their children to
achieve were also likely to place a high value on education, and their interaction with the child
conveyed this message (Yamamoto, & Holloway, 2010).
Girls’ who perceived their fathers to be interested in their academic performance were
also more likely to work to achieve and to remain in school than those who did not perceive
parental expectation of their academic performance (Zhang, Haddad, Torres, & Chen, 2011).
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Parental expectation could have also been a product of prior academic performance of the girl
as reflected in tests and exam scores. Consistent poor scores could also determine a parents’
expectation of their children’s performance. It is needless to point out that girls do not intend to
perform poorly. There are multiple factors beyond a girls’ control that are associated with poor
performance. These included, not getting enough nutritious food, missing school to do
household chores or poor quality education (Ali & Warfa, 2018; Mauan, 2013, Rashimi,
Shweta & Sequeira, 2015).
Thus measures to address parental expectation should target family-related factors,
school-related factors, and the girls’ themselves. Sometimes parental expectation was likely to
be determined by a parents’ ability to provide educational needs in the higher classes or the
returns on education of other graduates in the community (Hunt, 2008). Where a parent is not
able to provide for a child’s education, they will not expect their child to achieve. Also when
parents fail to perceive the benefit of primary education or secondary education because of
limited employment opportunities, then they will not expect much from their children’s
education (Hunt, 2008).
The importance, therefore, of addressing the underlying factors of parental expectation
is crucial in improving retention since parental expectation in this community improved
retention of girls’ in school. Interventions ought to improve girls’ performance at school,
parental incomes, and parental value of education and employment opportunities in the
community. This is because, these aspects are likely to improve parental expectation and thus,
influences girls’ educational achievement at the primary level.
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There could be extra tutoring for girls such as the programs implemented in Tanzania by the
Tanzanian government (UNICEF,2004). This could be in combination with improved skills for
enterprise development for the parents and training in the value of education beyond
employment similar to that given by Heifer International programs to their benefiting partners
(Heifer International, 2016).
Girls’ internal characteristics
Motivation and girl dropping out of school. The findings from this study revealed a
negative association between motivation and girls’ dropping out.
Specifically, higher levels of motivation were associated with a 37% lower likelihood of
dropping out of school. Further evidence for this relationship was provided by the responses
from the girls to the question “What keeps you in school?” The enrolled girls listed “wanting to
achieve and loving school” as the second most contributing factor to their remaining in school
(see Figure 5.2b). This finding is comparable to past research examining the relationship
between motivation and school retention among girls (Mpyangu, et al., 2014; and Stoebenau,
et al., 2015). Motivation is important across multiple life domains because it is the driving
force behind human behavior (Usher, & Kober, 2012). For girls in primary school, motivation
inspires school attendance, enjoyment in scholastic learning and achievement, and progression
to subsequent education levels (Bandura, 1997, 2006).
Motivated children who are passionate about school and learning tend to immerse
themselves in school activities, thereby increasing the likelihood of disciplined leisure time
activities (e.g., completing homework and helping at home) and reducing risky non-academic
activities (Usher & Kober, 2012; Whisman, & Hammer, 2014).
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In fact, motivation and academic performance have a bi-directional influence on each other.
When children perform well at school, they are more motivated to continue with school
(Usher, & Kober, 2012). On the other hand, poor performance was likely to reduce the
motivation of children to continue with school. The Self-determination theory (SDT) posits
that individuals have three basic psychological needs – competency, connectedness, and
autonomy. If these needs are met, they lead to satisfaction and contentment (Deci & Ryan,
2008). Unmotivated girls are, therefore, more likely to disengage from learning and eventually
perform poorly, although poor performance could also result in disengagement from learning
Usher, & Kober, 2012. Notably, poor performance in school is also likely to create feelings of
incompetence and disconnectedness in school.
For older girls, the impact of performance in school is more pronounced. Puberty is a
time when the need for self-esteem is high. The dynamics of self-esteem and performance are
more important in a performance-oriented academic system, such as the one in Uganda. In
such a system, high academic performers receive more respect, support, and encouragement,
while poorer performers receive primarily negative and sometimes derogatory comments from
parents, teachers, and peers. Thus, if older girls perform poorly, they are more likely to drop
out because the comments they receive impact their self-esteem and motivation more than
younger girls. Other causes of low motivation likely involve socioeconomic factors, such as
not having a meal at school, insufficient scholastic materials, or a lack of parental support. It
could also be a product of poor quality education (Hunt, 2008).
Unmotivated children are also less willing to learn, more inclined to disengage from
learning, and tend to negatively influence other students’ learning behavior (Blank & Shavit,
2016; Usher, & Kober, 2012).
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They tend to seek out activities in which they can demonstrate competence and connect with
others. These activities could include doing housework at home, helping out other people, or
engaging in delinquent behavior or even risky sexual behavior if these temporarily provided
acceptance. Perhaps, the latter reason explains why early pregnancy was perceived to be one of
the most contributing factors to girls dropping out of school (see Figure 5.1a).
Since motivation plays a key role in school retention and attainment, programs to
rekindle, improve and sustain motivation are crucial to girls’ retention at the primary school
level. Such programs should focus holistically on a combination of factors, including those
involving parents, teachers, and students. Some of the interventions already being implemented
in different regions of the world with reasonable success include the Child-Friendly School
(UNICEF, 2004), which encourages girls to join clubs where they can be counseled and taught
life skills. Gender-sensitive instruction materials have been developed to train teachers on
gender issues, which enable teachers to appreciate girls and boys and to value girls’ education.
The program also focuses on improving teacher competence through refresher courses
and professional development and the promotion of extracurricular activities. Prior studies
have found that extracurricular activities motivate children to remain in school, even those
children who receive lower grades because they can find other activities in which they can
excel. Extracurricular activities are associated with academic performance amongst some
students (Moriana, et al., 2006). In other programs, parents and teachers have received training
in motivating students whereas some programs such as the UNICEF- Girls’ Friendly School’s
program have been broader and targeted the provision of quality education as a pathway for
improving motivation among students.
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Girls’ perception of gender roles in relation to their dropping out. Similar to prior
research (Atayi, 2002; Purewal, et al., 2015; Stoebenau, et al., 2015), the findings from this
study indicated that girls with stronger beliefs in gender equality were more likely to remain in
school. More specifically, gender inequality was the second strongest predictor of dropping out
of school. Gender inequality remains an issue in the international community, with
consequences that perpetuate historical inequalities and restrict women and broader
communities from growth and development opportunities. The effect of gender inequality on
school retention is derived more broadly from community values, beliefs and culture that are
nested in the macrosystem of the ecological theory.
Community beliefs affect girls’ perceptions of gender equality through associations
with peers and elders in the community as well as through parenting and nurturing experiences
(Roman, & Pinto, 2015). That is, girls’ thoughts and behaviors are shaped by the way they are
raised and taught. Since girls’ gender perceptions develop from their associations with various
people, interventions ought to target entire communities. International organizations have
implemented such programs in a few regions in Uganda, where entire households and
communities have received training in human rights, the rights of the child, gender, and the
value of educating children with great impact.
The success of these programs has been improved by the provision of opportunities to
increase parental incomes. Such programs include those offered through Send a Cow (Send a
Cow, 2016) and Heifer International (Heifer International, 2016). UNICEF, the UN, UNESCO
and other multilateral organizations worldwide have also contributed generously to addressing
gender issues in the classroom (UNESCO, 2012). However, these efforts have yet to spread to
include communities all over the country.
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Government efforts need to be increased to promote collaboration among the key players,
particularly the Ministries of Education and Sports and Gender and Community Development,
which need to synergistically work alongside NGOs and community leaders (e.g., religious
leaders, traditional leaders) to promote gender equality.
Self-efficacy in relation to girls’ dropping out of school. In contrast to past
research, (Pintrich & De Groot, 1990; Stoebenau, et al., 2015), self-efficacy, unexpectedly, was
not associated with dropping out of school in this study. According to Bandura 2006, selfefficacy is the perception that the ability to achieve lies entirely in an individual’s judgment of
their abilities and influences their goals, aspirations, behavior, and decisions. He further
clarified that non-significant results were, therefore “not a limitation” of self-efficacy but were
based on other factors. (Bandura, 2006, p. 310). According to his analysis, the results from this
study could be attributed to the presence of more pressing factors leading to girls’ dropping out
of school rather than self-efficacy. To clarify further, participants of this study reported four
key causes for dropping out of school; in descending order starting with the contributing factor
perceived as being most important, they included ;—a lack of scholastic materials, a lack of
parental support, a lack of sanitary towels, teacher’s attitude and others mentioned by few of
the respondents.
While one could stipulate that girls were playing the blame factor, anecdotal evidence
indicated that many parents had left the responsibility of educating their children to the
government, as evidenced by such comments as “abo baana ba Museveni,” meaning those are
Museveni’s children, (Mr. Museveni is the President of the Republic of Uganda) being heard
among community members (Busolwe community leaders’ personal communication, May 4,
2018) .
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This perception is substantiated by the 2016 Ministry of Education and Sports Uganda report.
This is not to rule out self-efficacy as a contributing factor to girls’ dropping out or their
retention, but to specify that it was not the most pressing factor among the girls who were
interviewed. On the other hand, the non-significant result could have been because the study
used only seven of the 23 items on the self-efficacy scale which had a poor reliability
coefficient.
Family environment
Perceived parental attitude toward girls’ education. Perceived parental attitude
toward girls’ education was associated with an increased likelihood of dropping out of primary
school. Specifically, a positive parental attitude toward education reduced the odds of dropping
out by 44%. These findings concur with a number of other studies involving girls from diverse
societies (Holmes, 2003; Huebler, 2017; Hunt, 2008; Purewal, & Hashmi, 2015). There are
many ways in which parental attitude affects a female child’s retention at school. According to
the Ecological Systems theory, parents or caregivers are the ones closest to a child, and are a
part of the nested micro-system. As such, parents play a key role in the nurturing of their
children. They interact with their children in different ways, modeling, caring, feeding, talking,
showing, and involving a child in different tasks in the home.
Emphasizing the importance of these roles, Dale (1946) determined that people
remember 10% of what they read, 20 % of what they hear, 30% of what they see, 50% of what
they see and hear, 70% of what they say and write, and 90% of what they are involved in. In a
home in Busolwe sub-county, children are likely to hear, see, and be involved in home
activities, all having a combined influence on a child’s belief and behavior. It is possible for
children, therefore, to take similar attitudes towards education as their parents, although this
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may also be moderated by their individual biological and psychological makeup and the values
of education amongst community members and peers (Roman & Pinto, 2015). In Uganda,
some parents often prevent their daughter from attending school, preferring them to stay at
home and assist with household duties. When girls are permitted to attend school, parents may
also display a lack of support for educational attainment by failing to provide emotional or
psychological support, school meals, or scholastic materials. This might explain why, in this
study, a lack of parental support was identified by girls who had dropped as the second highest
factor contributing to them dropping out of school, whereas for girls who remained in school
parental support was rated as the number one factor that kept them in school.
The adverse effects of inadequate parental support are more pronounced in countries
like Uganda where funding for extra school costs is dependent on caregivers, many of whom
are already financially constrained. Considering the importance of parental support for
children's’ education, especially girls, efforts should be increased to improve parental attitudes
towards girls’ education by addressing root causes, such as a low appreciation of education or
other cultural- or financial-related reasons. More research exploring the reasons for these
negative attitudes is needed to design appropriate interventions.
The perceived ability of parents to provide. In this study, the perceived ability of
parents to provide resources was positively associated with girls’ retention. Parental ability to
provide financially increased the probability of a girl remaining in school by 68%. Parental
inability to meet scholastic needs, which curtails the education of children worldwide, has been
considered to be the most significant barrier to girls’ education (Hunt, 2008; Majgaard, &
Mingat, 2017; UNICEF, 2015a). In this study, the girls who had dropped out of school rated a
lack of scholastic materials as the number one contributing factor to their dropping out of
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school, while a lack of sanitary towels was identified as the third most important factor.
Similarly, girls enrolled in schools rated having parental care, enough scholastic materials, and
lunch at school as the top three strongest factors affecting their continued school attendance.
Research suggested that the relationship between the inability to provide for the family and
dropping out of school tended to reinforce each other. In Uganda, for example, a lack of
education was found to be the number one cause of poverty (Mpyangu, et al., 2014). At the
same time, poverty was found to be the number one cause of children dropping out of school.
In each home, there are competing demands, and each head of the household
prioritizes these needs and allocates family resources according to what is most important for
the family. In most cases, resources are allocated to areas that will yield the highest benefit in
the shortest possible time (Holmes, 2003; Majgaard, & Mingat, 2017). When parents perceive
the costs to outweigh the benefits, they withdraw their child from school. Many times, girls are
more disadvantaged than boys. Parents often preferred to invest their money in boys’ education
as opposed to girls, as girls eventually marry into alternative families and are less likely to take
care of their parents in the future (Purewal & Hashmi, 2014). Considering these dynamics and
interacting systems, efforts need to be directed towards assisting parents with providing
appropriate resources to children in order to promote retention of girls in primary school.
Issues of poverty, gender bias, and awareness of the value of education can only be
addressed by those who already value education and are knowledgeable, skilled, and
passionate about education. This passion can then be utilized in designing and implementing
interventions that effectively improve the social and economic situation of parents and
communities. Such efforts could be driven by community-based organizations, nongovernmental organizations, international organizations, and the government itself. The most

106

common interventions are those that have utilized cash related incentives, including cash
transfers, stipends, food vouchers and lunch at school (DFID, 2005; Glewwe &Muralidhan,
2015; Murnane & Ganimian, 2014).
However, considering the already existing deficit in educational funding is expected to
continue increasing exponentially to $39 billion by 2030 (DFID, 2005; UNICEF, 2015a), it is
unlikely that there will be sufficient funds to provide the entire Ugandan country with cash
transfers. Cash related support could be a start-up package but more sustainable gains that can
cover a big population would be the better option. However, even as a start-up package caution
must be taken because the success rate of cash related interventions has depended on the
management of the programs implemented (DFID, 2005). Programs that have successfully
been run for over 20 years in some countries, such as Mexico, could be exemplars for Uganda.
That said, stakeholders ought to think of ways of improving family income levels in a
sustainable manner considering that in the Busolwe sub-county, over 87% of the population are
farmers. Improving farmer production and market opportunities would be the best option.
There are organizations such as TECHNOSERVE that are already working with farmers in
both Kenya and Uganda to improve mango and passionfruit production (Jenkins, & Erias,
2012). These types of support would be more sustainable provided the negative attitude of
parents, teachers, and girls to girls’ education are addressed as well.
The government of Uganda needs to form collaborative partnerships with various
organizations in the agriculture sector, and these efforts should focus on improving farm
production and building the capacity for enterprise development. A countrywide campaign
should be implemented to improve farmers’ ability to produce year-round using innovative
irrigation technology. Some of these already exist in Uganda, with organizations such as such
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the Kulika Trust, St Jude Training Centre, and Send a Cow already offering agriculture
services to communities in the country. The government of Uganda should leverage the work
of these organizations in order to provide support to farmers across the whole country.
Missing school to do household chores. Girls who indicated needing to stay home to
assist with household chores instead of attending school were more likely to drop out of
school. Missing school to do household chores increased the odds of dropping out by 33%.
These results are consistent with those of other studies and from reports of international
organizations (Atayi, 2002; Holmes, 2003; ILO, 2016; UNICEF, 2015), which have also found
large proportions of girls dropping out of school because they needed to work at home. This
expectation is household-dependent. For example, there are households where the adults are ill
and children have no other options but to remain at home to support the family. There are
homes that need children to earn a living for basic survival, and there are also situations where
children are kept home because the parents think it is more important for a girl to learn how to
do household duties than to go to school (Onchiri, 2013; Sabates, et al., 2012; Stoebenau,
et al., 2015).
Thus, child labor is a complex issue to address, particularly in countries like Uganda,
where social welfare does not exist, health insurance not universally available, and few
scholarships available for girls to continue with their education, and attaining a primary
education is not enforced (MoES, 2016). Unless measures are designed to address these issues,
household labor demands will continue to influence girls’ decisions to leave school
prematurely. Creative ways are needed to enable girls who would have stayed home to provide
labor to continue with school. One such initiative is BRACs’ flexible school schedule program
that is designed to fit a community’s needs in Bangladesh (DFID, 2005; UNICEF, 2004). For
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example, during seasons like the harvest season, when children are needed at home, schools
are closed. In addition, the day is shorter and the school hours are more convenient for children
to attend school. This program has been running for over 20 years and has supported over 10
million children.
Factors perceived to be risk or protective influences on girls’ retention
In response to the question “What makes it difficult for girls to stay in school?” girls
who were no longer in school ranked early marriage and pregnancy as the most challenging
factor affecting their ability to stay in school. This was followed by a lack of parental support,
poverty, and a lack of scholastic materials (see Table 5.1a). Although many of these same
factors were also identified by girls who remained in school as among the most challenging
factors associated with staying in school, they also identified immorality as a salient factor (see
Table 5.1b). For the parallel question, “Why did you drop out of school?” girls who dropped
out of school ranked a lack of scholastic materials (91%), parental support (73%), sanitary
towels (36%), and teacher support (31%) as the primary contributing factors to their decisions
to drop out of school. To the question “What keeps you in school?” parental care received the
highest number of responses (67%), followed by the motivation to study, enough scholastic
materials, lunch at school, teacher support, and others (see Table 5.2b).
Prior studies in Uganda have identified similar factors that contribute to girls dropping
out of school (Stoebenau, et al., 2015; Mpyangu, et al., 2014). The trend that emerges from
these responses indicates that parental care and support are crucial to girls’ educational
attainment and may be lacking among some of the parents whose daughters were interviewed.
Several factors are perhaps responsible for a lack of parental support, one of which includes
negative parental attitude towards girls’ education. In this study, this factor was found to
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predict a girl’s decision to leave school. Secondly, it could also have been due to the inability
of parents to provide financially for their children, which is another factor that was found in
this study to be a significant predictor of girls dropping out of primary school.
This finding was further substantiated by the responses of the girls in both groups who
indicated that poverty and a lack of scholastic materials contributed to girls dropping out of
school (Figures 5.1 and 5.2). Thirdly, it could be because parents consider school education as
a government responsibility (GoU, 2015; MoES, 2016). Fourthly, a lack of parental care and
support could also be attributed to inadequate knowledge about parenting. Girls in both groups
reported early marriage and pregnancy, immorality, and having to take long, challenging
journeys at night to acquire household items as challenges to girls’ retention at school in their
community.
While early pregnancy and early marriages have been found to be significantly
associated with culture, traditions, and religion by many studies (Nour, 2006; WHO, 2015),
these factors can also be attributed to parental practices, such as poor disciplinary measures,
poor monitoring, and poor communication between parents and their children on issues related
to sex, reproductive health, and the importance of education. Several studies have established
parental practices, including warm and caring communication and monitoring, as predictors of
late initiation of sex (Cederbaum 2008; Karofsky, Zeng, & Kosorok, 2000; Miller, 2002;
Teitelman, Ratcliffe, Rodine, LaDonna, & McLeor, 2007).
Moreover, early pregnancies in Uganda have been partly attributed to modernization
and dilution of cultural norms. Focus group discussions conducted in 2018 by a Community
Based Organization called JESHAMMAH Partners’ In Development in Busolwe found that
exposing young girls to pornographic material and unsupervised distribution of sexual
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materials through media, resulted in sexual experimentation among adolescents as well as
higher rates of early pregnancies and early marriages (J. Hirome, & E. Were, personal
communication, April 30, 2018). They also mentioned that parents were afraid to discipline
children due to The Right of the Child, a document that seems to have been misunderstood by
the most community members in Busolwe. Thus, some children are permitted to decide for
themselves how they spend their leisure time, typically without parental permission or
monitoring.
The latest Uganda National Census found that in the Butaleja district, approximately
16% (3,867) of the girls between the ages of 12 and 19 had given birth, and 52% (40, 703) of
those between the ages of 10 and 19 had ever been married (UBOS, 2017). A girl at 12 years
of age is essentially a child herself, and she will be only 18 by the time her child is old enough
to begin school. In the first instance, having a child early has social-economic and healthrelated implications (Guttmacher Institute, 2014). Sometimes it is stigma, but in most cases the
implications are financial. It is unlikely that these girls have the resources for antenatal clinics,
postnatal clinics, or the financial ability to care for and nurture a child by providing the
necessary nutrients, psychological, and emotional support that a child needs to develop and
grow.
Early pregnancy was also likely to have a healthy implication for the child, mother, and
future offspring (Nour, 2006; WHO, 2018). Consequences of risky sexual behavior include
infection with sexually transmitted infections (STIs), such as HIV/AIDS, gonorrhea, and
syphilis; early pregnancy risks associated with early births; abortions at an early age; and
psychological effects, such as depression (Guttmacher Institute, 2014). In Uganda, for
example, the high rates of morbidity and mortality have been attributed to increasing teenage
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pregnancies (Ayebazibwe, 2014). Secondly, child-mothers are not likely to exert the right
discipline, the right parenting practices (e.g., monitoring and communication), and mold
socially appropriate values (e.g., waiting for marriage to have sex). Research also suggests that
the offspring of pregnant teens are also likely to get pregnant at an early age, resulting in a
sequence of reciprocal acts of risky sex, early pregnancy, dropping out of school, and
unavoidable poverty (Nour, 2006; Schuyler Center, 2008). While these suppositions appear
plausible, further research is needed to explore underlying reasons girls perceive a lack of
support from their parents.
Although the findings of this study require further investigation, they point to the
family environment as a key contributing factor affecting girls’ retention at primary school.
There is a need to establish the kind of support required for girls to remain in school, along
with the type and degree of support girls who remain in school tend to receive from their
parents. Related factors also need to be evaluated, including the association between parental
support and health risk behaviors (e.g., unsafe sexual practices), that might affect girls
decisions to drop out of school in the Busolwe sub-county. The findings would guide the
formulation of appropriate strategies to help girls remain in school.
Programs to improve retention and completion of school, therefore, need to be
comprehensive, targeting parents, children, teachers, and communities. Improving the skills in
parenting for community members would be very helpful as they have been elsewhere
(Bovolek, 2005). The Ministry of Education and Sports with its international partners led by
UNICEF and UNGEI have implemented several programs to improve girls’ enrollment,
retention, and performance. However, these have targeted only the supply side of education.
Moreover, they did not cover the entire country. For example, Girls and Focusing Resources
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for Effective School Health, (FRESH) provided safe water and sanitation and sex aggregated
latrines and bathrooms to only 642 schools (UBOS, 2012). The promotion of girls’ education
(PGE) strategy launched to improve girls’ retention in 15 out of 127 districts- constructed
latrines, classrooms, girls’ playgrounds, houses for senior women teachers, and improved
access to water.
Other programs included; “the Gender Desk in the Ministry of Education and Sports;
The National Strategy for Girls Education (NSGE): The girls’ Education Movement in Africa
(GEM): Girls’ Friendly School; The Equity in the Classroom (EIC); The Complementary
Opportunity for Primary Education (COPE); and, The Classroom Construction Grant (CCG)”
UBOS, ( 2012). Other programs in different parts of the world aimed at improving enrollment
and retention of girls in school have involved cash transfers. An example was the Zomba cash
transfer program in Malawi where each girl was provided with US $ 10 per month to remain
enrolled and attending school. The Zomba program also encouraged those who had dropped
out to return to school. (Baird, Chirwa, Mcintosh, and Oxler, 2010). The Zomba program
reduced the rate of premature withdraw from school, early pregnancies, and early marriages.
Another approach was the involvement of community members in children’s education. In
Uganda for example, organizations such as SCOPPE and UNICEF, have been working with
communities to improve attendance, retention, completion, and performance with some
success. These are isolated efforts targeting only a few communities. The government of
Uganda needs to move community participation to a policy level and to mount a national
campaign to ensure that all communities in Uganda are involved in UPE.
School environment. School infrastructure was a non-significant predictor of girls’
dropping out of school. These findings contradict most of the studies reviewed in this paper as
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inadequate infrastructure including those aspects examined in this study (desks, crowdedness,
separate latrines, and textbooks) was found to be a significant predictor of children dropping
out of school in a number of studies ( McCleary, et al, 2015; Sawchuck, 2011). However, nonsignificant results do not necessarily indicate a non-existing relationship between inadequate
infrastructure and dropping out. It is likely that the girls who participated in this study did not
perceive inadequate infrastructure as a cause for dropping out. Anecdotal evidence, though,
indicated that such factors as extreme crowdedness and inadequate desks and textbooks in the
schools that participated were primarily experienced by children in the first, second, and third
grades.
For example, most of the children who participated in the study were from grades four
and above where, instead of sitting six at a desk as they had in the lower grade, they now sat at
a desk with three or four. And, instead of sharing a textbook among seven to ten students, they
were sharing now with only one or two other students. Children who experienced more than
150 plus students in their first-grade class may not see only 70 or 50 students as being
crowded. The researcher realizes that there should have been some consensus with the children
about what is considered adequate or inadequate resources in the design of the questionnaire.
Teacher’s attitude towards girls’ education. Teachers’ attitude towards girls’
education yielded a non-significant result, in contrast to other studies (e.g., Atayi, 2002;
Mpyangu, et al, 2014; and, Nekatibeb, 2002). These studies found a significant relationship
between the teachers’ attitude and girls dropping out of school. A few girls in this study
reported teachers’ attitude as a contributing factor to their decision to drop out; however, the
number was small and was likely not to have been statistically detectable. It is likely that the
majority of the students benefited from the programs initiated in the district by the non-profit
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organization “Straight Talk”. Based on anecdotal evidence, each school that participated in
this study employed a female senior woman teacher, who had undergone training by “Straight
Talk” in counseling, nurturing students, and creating a conducive atmosphere for children to
share their problems. “Straight Talk” also encouraged the schools to provide private spaces for
the girls and a sanitary pack for those who had started their menses. Following the training by
“Straight Talk”, two of the schools initiated each a girls’ club aimed at encouraging girls to
stay in school and were planning to start boys’ clubs. Although these efforts had lasted only
two years, the teachers reported a gradual reduction in dropping out of girls. In addition, all the
senior women teachers were trying to help girls in different ways (Headteachers, and senior
women teachers’ personal communication, April 20, 2018). These efforts could be scaled up
in all the schools in Busolwe. Future research needs to examine the efforts of “Straight Talk”
and to establish whether intervention by the organization contributed to the non-significant
association between teacher attitude and dropping out.
Safety at school: Safety at school, unexpectedly, was not found to have a significant
association with girls’ dropping out of school. The results were inconsistent with other studies
that found this factor to be statistically significant, including those conducted in Uganda
(Ogola, 2010; and Segumba, 2015). There are probably several reasons for this difference. In
this study, school safety was measured by sexual harassment, corporal punishment, and being
bullied. Only, very few girls reported having been sexually harassed and of those who had, the
harassment occurred either in the community or at home, with few reporting having been
harassed at school. Secondly, many students who mentioned being caned at school perceived
it a disciplinary measure that occurred occasionally. For these reasons, safety at school was a
non-significant predictor of girls dropping out not because they perceived their school as safe.
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Further, since this study included more girls in school than those who had dropped out, the
numbers may have been too few to show a significant association. These results indicated a
need for further research to re-examine these variables and assess the reasons for the results of
the study.
Factors perceived to be risk or protective influences on girls retention
In response to the question, “What makes it difficult for girls to stay in school?,” the
girls no longer in school ranked early marriage and pregnancy as the most challenging factor,
followed by the lack of parental support, poverty, and finally the lack of scholastic materials
and others (see Table 5.1a). Similarly, girls in school reported poverty, a lack of parental
support, a lack of scholastic materials, immorality, and others in this descending order (see
Table 5.1b). For the parallel question, “Why did you drop out of school?” the girls ranked,
lack of scholastic materials with a response rate of 91%, followed by a lack of parental support
at 73 %, then the lack of sanitary towels at 36%, and teacher support at 31 %. And to the
question, “What keeps you in school?,” parental care received the highest response at 67%,
followed by the motivation to study, enough scholastic materials, lunch at school, teacher
support, and others (see Table 5.2b).
Similar responses for the factors contributing to girl dropping out were found in other
studies in Uganda (e.g., Stoebenau, et al, 2015; Mpyangu, et al, 2014). The trend that emerges
from these responses indicates that parental care and support are crucial to girls’ educational
attainment and may be lacking among some of the parents whose daughters were interviewed.
Several factors are perhaps responsible for the lack of parental care, one being a negative
parental attitude towards girls’ education, a factor found to predict a girl’s decision to leave
school in this study. Secondly, it could also have been due to the inability of the parents to
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provide financially for their children, another factor found in this study to be a significant
predictor of girls dropping out of primary school. Thirdly, it could be because the parents’
perceived school education to be the responsibility of government (GoU, 2015; MoES, 2016).
This finding was further substantiated by the responses of the girls in both groups indicating
that poverty and lack of scholastic materials contributed to girls dropping out of school
(Figures 5.1 & 5.2). Fourthly, a lack of parental care and support could also be attributed to
inadequate knowledge about parenting. Girls in both groups reported early marriage and
pregnancy, and immorality as well as being sent to the shops at night as challenges to girls’
retention at school in their community.
While early pregnancy and early marriages have been found to be significantly
associated with culture, traditions, and religion by many studies (Mahato & Dhakal, 2015;
Myers, 2017; Nour, 2006; WHO, 2015) the two can also be attributed to parental practices
such as poor disciplinary measures, poor monitoring, and poor communication between parents
and their children, especially in issues connected with sex and reproductive health and the
importance of education. Several studies have established parental practices, specifically,
communication and monitoring, to be predictors of late initiation of sex (Cederbaum 2008;
Karofsky, Zeng, & Kosorok, 2000; Miller, 2002; Teitelman, Ratcliffe, and; Rodine, LaDonna,
and McLeor (2007).
In addition, early pregnancies in Uganda have been partly attributed to modernization
and dilution of cultural norms. Focus group discussions conducted by a Community Based
Organization (CBO) called JESHAMMAH Partners’ In Development, in Busolwe in 2018
revealed that young girls were exposed to pornographic material and unsupervised distribution
of sexual materials through the media leading to sexual experimental practices among
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adolescents which contributed to high rates of early pregnancies and early marriages ( Jamada,
& K Mageyo, personal communication, April 30, 2018). They also mentioned that parents
were afraid to discipline children because of the Right of the Child – a document that seems to
have been misunderstood by the most community members in Busolwe. Thus some children
moved freely going to wrong places with no restraining hand of authority.
The latest Uganda National Census found that in the Butaleja district, approximately
16% (3,867) of the girls between the ages of 12 and 19 have given birth and 52% (40, 703) of
those between the ages of 10 and 19 have ever been married (UBOS, 2017). A girl at 12 years
of age is essentially a child, and she will be only 18 years old by the time her child is old
enough to go to school. In the first instance, having a child early has social-economic and
health-related implications (Guttmacher Institute, 2014). Sometimes it is stigma, but in most
cases, it is a financial implication. It is unlikely that these girls have the resources first for
antenatal clinics, postnatal clinic, and the financial ability to care for and nurture a child by
providing the necessary nutrients, psychological, and emotional support that a child needs to
develop and to grow. Early pregnancy is also likely to have health implications for the childmothers and their offspring that could be long-term (Nour, 2006; WHO, 2018).
Consequences of risky sexual behavior include infection with sexually transmitted
diseases (STIs), such as HIV/AIDS, gonorrhea, and syphilis; early pregnancy risks associated
with early births; abortions at an early age; and psychological effects (Guttmacher Institute,
2014). In Uganda for example, the high rates of morbidity and mortality have been attributed
to increasing teenage pregnancies (Ayebazibwe, 2014). Secondly, the child-mothers are
unlikely to exert the right discipline, the right parenting practices such as monitoring and
communication related to moral values, waiting to have sex, and the value of education. Most
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importantly, the offspring of pregnant teens are also likely to get pregnant at an early age,
resulting in a sequence of reciprocal acts of risky sex, early pregnancy, dropping out of school,
and unavoidable poverty (Nour, 2006; Schuyler Center, 2008).
Based on these arguments, further research is therefore needed to explore why the girls
reported a lack of parental support. There is a need to establish what support the girls needed to
stay in school, and what support the girls in school received from their parents that encouraged
them to remain in school. It is also important to establish the causes of early pregnancy and
marriages in Busolwe sub-county. The causes could be due to cultural beliefs, modernization
of the culture, a lack of proper parental practices, children’s characteristics or a combination of
some or all of these above. Further research would focus on the specific factors involved.
The findings of this study could be used to guide the formulation of appropriate
strategies to keep girls safe and in school in the Busolwe area. Although not conclusive, they
point to family environment and girls’ internal characteristics as the key contributing factors to
girls’ retention or dropping out of school. Programs to improve retention and completion of
school, therefore, need to be comprehensive targeting parents, children, teachers, and
communities. UNGEI and UNICEF working with the Ministry for Education have
implemented some programs to improve girls’ education, but these need to be scaled up to
cover all districts in Uganda.
In conclusion, the factors provided by the girls plus the statistical findings indicated
that the factors contributing to girl dropping out of school included family environment, girls’
characteristics, and the school environment, in that order. Hence, a first step in improving girls’
retention at primary school in the Busolwe sub-county is to explore further why some parents
do not support their children’s retention in school and followed by what type of support was
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offered by some parents to keep girls in school. These results would form a solid foundation
for mitigation measures against girls dropping out of primary school. Some interventions to
improve the retention of girls have been implemented in various communities in and out of
Uganda with reasonable success. One example is the Zomba cash transfer program in Malawi
where each girl was provided with US $10 per month to remain enrolled and attending school.
The program also encouraged those who had dropped out to return to school.
As a result of premature withdraw from school, early pregnancies and early marriages
were reduced (Baird, Chirwa, Mcintosh, & Oxler, 2010). Girls and mothers in a few parts of
Uganda have been taught how to make disposable sanitary towels (SCOPPE, 2015). Similar
programs could be implemented in the Busolwe sub-county in combination with sensitization
exercises on the importance of education as well as on improving the parenting knowledge and
skills of community members.
Further, community participation in children’s education should be promoted across the
country and opportunities to improve people’s incomes increased. The researcher is well
aware that various organizations (e.g., SCOPE and UNICEF) are working to improve
community participation in children’ education, but these are isolated efforts targeting only a
few districts and communities. The government needs to move community participation in
education to a policy level and mount a campaign to ensure that all communities in Uganda are
involved in UPE. Most importantly, UPE in Uganda should be enforced.
Theoretical and Practical Implications
The study has added to the existing information on the influence of family
environment, girls’ internal characteristics, and school environment on girls’ dropping out of
primary school. This is especially important as it focused on Busolwe sub-county, Butaleja
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district, in eastern Uganda where little research on girls ages seven to twenty-two has been
conducted. Many of the studies conducted in Uganda have involved older girls not enrolled in
school or parents, and many studies have used the Uganda National Household Demographic
survey data. While many variables were examined in this study, the girls perceived parental
positive attitude to girls’ education, care and support, girls’ motivation, and parental ability to
provide scholastic materials were found to be the most important factors for retention. While a
lack of parental support, a lack of scholastic materials, and early pregnancies contributed the
most to girls’ dropping out of primary school.
Appropriate age enrollment in primary school was associated with better outcomes (e.g.
retention). As mentioned earlier, older enrollment is due to several factors including schools
being too far for a child of 6 years to walk to, risks during the journey to school, a lack of
funding for the extra costs, and the attitude of the parents concerning girls’ education.
The effort made by Universal Primary Education (UPE) to reduce the costs associated with
primary education has already reduced the rate of older enrollment by approximately 25%.
However, complementary programs to address the causes of over-age enrollment are needed to
lower the age at which children are enrolled not only in Busolwe sub-county but country-wide.
One solution would be to increase parental income, by improving farmer knowledge
and skills to improve farm production and marketing opportunities such as Project Nurture
that works to improve the incomes of mango and passion fruit farmers in Uganda and Kenya
(Jenkins & Fries, 2012). Another is the Girls’ Apprenticeship Program and the Strengthening
Rural Youth Development through Enterprise-- two programs being implemented by
TECHNOSERVE to help youths who dropout join the employment sector. These could be
augmented by cash transfers as is done in the Zomba program in Malawi. Secondly, improving
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awareness of the value of education among parents and community members would help
because their attitudes have an impact on when a girl starts and leaves school. Thirdly, the
establishment of community schools such as those found in various countries including
Tanzania, would improve school proximity and enable older children to catch up before
rejoining the mainstream formal education system (UNICEF, 2004). It is recommended that
such interventions complement one another and not work in isolation.
In addition, they should be implemented collaboratively. For example, a number of
organizations working together, each from its own niche, to achieve the intended goal of right
–age enrollment. The district office in Butaleja could also explore opportunities from different
organizations to help fund the appropriate initiatives. In addition, educated daughters and sons
from the Butaleja district could play a key role in contributing resources and attracting the
appropriate organizations to support developmental initiatives of this nature in their
communities.
The fathers’ education and perceived parental expectation of children’s academic
performance, benefited girls’ educational attainment (Benner & Mistry, 2007; Zhang, et al.,
2011). A father with an education is more likely to provide school needs (Montenegro, &
Patrinos, 2013), to value education (Purewal & Hashmi, 2014), to encourage his children to
study, and to have high expectations for his children’s performance (Benner & Mistry, 2007;
Wingfield & Eccles, 2002). All three combined work together to improve a girl’s motivation to
remain in school. Programs to improve parental knowledge about developmental issues,
especially the value of education for girls and boys would be appropriate.
These could be special workshops or training sessions conducted during the regular
local council meetings held by most communities in Uganda. Functional literacy clubs and
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psycho-education workshops could be introduced and utilized to campaign for girls’ education.
These would serve similar functions as the Mahila Samakhya, a functional literacy program
implemented by the government of India. The Mahila Samkhaya includes such activities as
health programs, savings, and credit schemes and improving women’s skills for employment,
in addition to improving the literacy and numeracy skills of the members
(Menon, 2017; Qureshi, Khan, & Uprit, 2016).
Motivation, the driving force within students that determines the way they perceive
school, teachers, and learning, was correlated with school retention (Usher & Kober, 2012).
While the motivation to study is a psychological and internal characteristic of an individual, it
is a derivative of many interacting social-economic factors. These could include the
relationships between parents and children, between teachers and students, and sometimes
between or among friends and even community values (Roman & Pinto, 2015). We must,
therefore, try to identify reasons why the three – the girls, teachers, and parents did or did not
exhibit motivation for girls’ education.
Parents motivate their children when they value education, when they encourage girls
to study when they provide for their children’s needs, and when they care for and support girls
through school. Teachers who motivate students have been found to be friendly and warm
toward children (UNESCO, 2017; Usher & Kober, 2012). In addition, to valuing education,
teachers who motivate students were found to be encouraging, supportive, flexible, and
passionate to see children achieve, and were also competent in the subjects they taught.
However, when parents and teachers are not motivated, they are unlikely to motivate students.
Students also lose motivation when they are not supported by their parents psychologically and
financially.
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For example, when they cannot obtain scholastic materials or other necessities such as
meals at school or sanitary towels (Atayi, 2002). Thus, in order to motivate girls, interventions
ought to target the students, the parents, and the teachers. A first step is to establish what may
lead parents, teachers, and students to lack motivation for girls’ education. Students lose
motivation when they get poor scores on tests and exams. (Usher & Kober, 2012). They then
lose their self-confidence and self- esteem, and consequently, the desire to study. Some studies
have suggested that students lost motivation when they got poor test or examination scores
(Mzuza, et al., 2014; Usher & Kober, 2012). Other studies found a loss of motivation to be
associated with a lack of support by parents both psychologically and financially, for example,
when students cannot get scholastic materials or other necessities such as meals at school or
sanitary towels (Atayi, 2002; Muola, 2010). While others, such as Boekaerts (2002) and Usher
and Kober (2012) attributed it to the negative attitude of the teachers and parents toward girls’
education. Motivation can also be lost when the quality of education is poor and not relevant to
the girls needs. The overall school climate could also affect girls’ motivation to study.
(Boekaerts, 2002; Dweck, Walton, & Cohen, 2014). Others have found that girls living in a
community that lacked mentors and role models also lacked the motivation to study (Sperling,
et al, 2016).
Studies suggested that parents’ motivation to support girls’ education depended to a
great extent on children’s past performance, which is often reflected in test or exam results.
When parents perceive that their daughter performs well, they will be motivated to support her
(Benner, et al., 2007; Wigfield, et al., 2002). As mentioned, parental motivation was also likely
to depend to depend on the attitude that parents have towards girls’ education and their ability
to afford the extra costs of education. On another note, teachers were not motivated to help
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girls because of their negative attitude towards girls’ education. Sometimes they preferred to
focus on the students who performed the best.
Some teachers were not motivated due to a lack of competence in the subject matter
(Rasheed, Humayon, Awan, & Ahmed, 2016). Teachers also lost motivation when they were
paid little and late as it is the case in Uganda (Rasheed, et al., 2016). The challenges mentioned
here have been experienced in other parts of the world and several attempts have been made to
addresses them with varying degree of success. In order to improve the motivation of girls,
several strategies have been implemented worldwide including within Uganda. Some of the
Uganda programs were mentioned earlier in this section (e.g., improving the curriculum to be
gender sensitive and translating instructional materials into local languages). The Girl Friendly
School Program’s purpose is to promote a conducive and friendly environment at school in the
homes resulting in girls’ retention. The Promotion of Girls’ Education (PGE) scheme launched
to improve girls’ retention in 15 districts- to construct latrines, classrooms, girls’ playgrounds,
and houses for senior women teachers, and improving access to water is another approach
(UBOS, 2012). Extra curriculum activities were found to improve motivation and to provide an
activity beyond academic performance that could interest the children who do not perform well
in school. Therefore, policies and strategies to include extra curriculum activities must be
enforced.
Extensive efforts are needed to improve teacher competence through training, retraining and continued professional development. In Finland for example, a country with one
of the best education systems in the world, teachers spend a portion of their time on selfdevelopment (Choi, 2014). UNICEF in partnership with the Uganda Ministry of Education
and Sports implemented a program for improving teacher motivation and competence in some
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parts of the country, but as already mentioned this needs to be extended to the entire nation.
However, teachers’ retraining needs to be practical and relevant. Evaluations of different
retraining programs established improving the skills of teachers to use the textbooks designed
for their classes yielded faster and more cost-effective results than taking them through a
normal formal retraining session. The issue of teachers’ salary remains a challenge that needs
to be addressed by the government of Uganda. One approach would be to increase the
education budget to the recommended 20% and above of the total national domestic
expenditure (UNICEF, 2015a).
For increasing parental motivation, successful interventions have included creating
awareness of the value of education among parents included by : 1) reducing the cost of
education by providing scholastic materials, or through cash transfers, or by providing food
rations with conditions of school enrollment; and, 2) improving the skills of parents for
motivating their children to study. One other intervention would be to improve parents’
incomes through microfinance programs with a condition of school enrollment, and completion
for all children, combined with creating awareness of gender relations and the right of the
child. This type of intervention is likely to have multiple benefits including nutrition, health,
and availability of scholastic materials for all children. In addition, parents would be in better
position to contribute to the PTA fund which is meant to supplement teachers’ salaries, to
repair school buildings, and to construct simple structures such as latrines (MoES, 2016).
Perceived gender equality. Perceived gender equality was found to benefit girls’
education because it promoted retention and learning. As girls tend to take on the values of the
parents, parents with a positive attitude towards gender equality will influence their daughters
to have a positive attitude as well (Roman & Pinto, 2015). Therefore, interventions ought to
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target both parents and children. This can be achieved through gender training and creating an
awareness of the value of girls and their education. A number of NGOs in Uganda such as
Send a Cow and Heifer International have had a remarkable impact among communities they
have supported (Send a Cow, 2016; Heifer International, 2016).
One of the strengths of these two organizations was the utilization of a value-based,
integrated holistic approach to development. Some of the promoted values included gender and
family focus, caring and sharing, and, training and education. When promoting the values, the
organizations ensured that both the women and the men and sometimes the children were
present during the training sessions. The families and communities thus supported were
enabled to analyze gender issues in their households and communities and to develop strategies
for each issue as well as the indicators of achievement. Semi-annual participatory assessments
were conducted, with new plans being developed based on the findings of the participatory
assessments (Send a Cow, 2016; Heifer International, 2016). What the government of Uganda
needs to do is to harness best practices that have worked in Uganda and elsewhere and to
develop a scaling-up program that will cover the entire nation. Such strategies include creating
awareness of the rights of the child, providing skills for child-centered education, training in
gender, and improving teacher competence through training, re-training and professional
development programs (ILO, 201). These initiatives need to be scaled up to cover the entire
country.
Parental attitude toward girls’ education. Parental attitude toward girls’ education
determines to a great extent whether a girl will remain in school. Parents with a positive
attitude but with meager resources must work to ensure their child completes primary school
and higher levels of education. As a result, interventions need to focus on improving the
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attitude of parents toward girls’ education through training, “nudge” programs, and campaigns.
Even though programs to improve parental attitude toward children’s education especially that
of the girls have used monetary incentives such as stipends and cash transfers, these should be
temporary measures.
While it is true that a child belongs to the state, parents have the primary responsibility
of ensuring the rights of their children to care, food, shelter, safety in the home, and to
education are met. To do so, they need to work with the government as each has
responsibilities clearly stipulated in the UPE policy and supported by the Uganda Constitution.
For this reason, it is important that communities own the education of their children and other
developmental efforts as the ideal and beneficial relationship between a community and a
school is bi-directional (Robinson & Green, 2011).
Successful community development projects require individuals, organizations, and
government to work together because doing so changes the community’s approach to issues,
enhancing its ability to address problems with more creativity and a broader perspective. It
improves the community’s ability to solve problems and to make informed decisions.
(Robinson, & Green 2011). They further note that development of the community is built on
the talents and resources of its members, and designing interventions that build on the skills
that people already have serves as the best foundation for dealing with the variety of concerns
that exist in that community.
The importance of harnessing resources from within communities for community
development cannot be overemphasized. Schools provide opportunities for community
members to come together, to learn how to address common pressing issues. Most importantly
schools educate the young and therefore, provide skilled people some of whom eventually earn
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higher wages and are likely to be willing to give back to their communities in various ways.
For example, they can be employed by the government in their locality; they can initiate
income-generating enterprises that employ some of the community members; or, they can lure
organizations such as NGOs and private entities to offer services to the community.
Accordingly, based on the findings from this study, this research developed a six-step
process for improving community ownership of girls’ education. First, the community together
with the district officers in related departments of education, gender, and community
development needs to develop key guiding statements including a vision, goals, objectives, and
indicators of educational attainment. Creating these can be facilitated by the leadership of the
district, especially the Education Department and the school leadership. This step can then be
followed by the other four steps seen in Figure 6.1 that were developed by the researcher based
on the guidelines found in Robinson and Green (2011), Flora and Flora (2013), and the Send a
Cow approach (Send a Cow, 2016).
Third, successful programs like SCOPE in Uganda, a project implemented to improve
the quality and performance of primary education using a community-based approach
(SCOPPE, 2015), and the Rajasthan Education Initiative, that works with communities , 500
schools, and 200 poor farming villages located in remote areas Banerge & Arvid (2005)
suggested that community engagement, empowerment, and support can generate positive
educational experiences and outcomes for children, irrespective of their background and
demographics. Several other scholars (Ahmed & Said, 2013; Robinson & Green, 2011; Flora
& Flora, 2013) advocate for communities to participate in the education of children and posit
that where this has happened, mutual benefits have accrued. As mentioned earlier, Figure 6.1
suggests the steps that leaders in different communities especially the Busolwe sub-county
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could take to ensure that communities get to own the challenge of education and other
developmental issues.
6.1. 5-step process to involve community 1

to oParental ability to provide financial support for girls’ schooling is one of the primary
major contributors to girls’ educational achievement. Even though some parents withhold this
support when they have the money, most find the extra cost of education prohibitive. A
number of programs involving support in kind or cash such as cash transfers in Latin America
and in Kenya have worked and continue to do so. However, the researcher agrees with DFID
(2005) that these are temporary and can reach only a few people. In Uganda, a more
sustainable strategy is to empower families to produce the most from their land. Although it is
true that some families have alternative enterprises, most, especially in the Butaleja district, are
farmers (94%).
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A good number of programs managed by One-Acre Fund, Kulika Trust, Send a Cow,
Heifer International and others have worked with farmers to improve productivity and their
income with great success. What the government of Uganda needs to do is to consolidate these
actors. Missing school for household chores contributes to girls prematurely leaving school and
is a deterrent to their educational achievement and consequently pro-creates poverty. To
address this complex situation, various programs have been developed by organizations and
countries that perceive child labor as a crucial issue.
One of the most successful is the model developed by the Bangladesh Rural Action
Committee (BRAC) and adapted by several other governments. This program which was
established in 1980 has enabled more than 10 million children to obtain an education
(UNICEF, 2004). The aim of this model is to design flexible school schedules for children and
to tailor the school program to community needs. For example, when the children are needed
the most like during the harvest period, the schools go on holiday. A second program offers
special tutoring to children who miss school and creates community learning centers similar to
those in Tanzania (UNCIEF, 2004).
Overall the study also found that elements of the microsystem interact to determine
whether a child remains in school or leaves school prematurely. By implication, the macro
system-- the culture and traditions guided the nurturing and home training of the children as it
also influenced parental attitudes and perceptions of gender roles. These worked in
combination with the economic status of the country and the Busolwe community to impact
girls’ education attainment. Thus, it is possible to use the micro-system, the mesosystem, and
the macro-system to design a structure that could guide the development of mitigation
measures that address girls’ leaving primary school prematurely. Although this study was only
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exploratory, it could be used to prioritize factors contributing to dropping out and those
promoting retention. This information is useful for community members, development
agencies, policymakers, and education professionals working in the District. These findings
also serve as a foundation for future research.
Limitations and Future Directions
A major strength of this study is the application of a bioecological approach to the
examination of factors affecting school retention among girls, a topic that has seen limited
research attention in Uganda. However, like all research, it has several limitations. First, it used
a correlational design, which precludes determinations of causality. Second, the study focused
on a particular sub-district of girls, limiting the generalizability of its findings to girls in
primary school in other districts, states, and countries. Third, girls who had already dropped
out of school were underrepresented in the study compared to their peers who were currently in
school. Future studies should utilize community mobilization approaches to maximize
participation in the study. Fourth, the participants who had already dropped out of school
retrospectively recollected their prior experiences when they left school, in some cases up to
four years earlier. Fifth, the concepts examined in the study were measured using the girls’
perceptions and ratings, some of which may have been more appropriately measured using
other types of perceptions and ratings (e.g., school infrastructure ratings provided by teachers).
The different efforts by the international community and UN member states reflected in
different documents such as the MDGs and SDGs combined with the financial support given to
individual states for improving UPE are indicators of the commitment to ensure that all
children attain an education. As a researcher, I am obliged to share my findings with the people
in the community particularly the participating schools, local leadership, district leadership and
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nonprofit organizations such as World Vision International who have a presence in Butaleja
district. The findings of the study will also be shared with national entities such as the Ministry
of Education and Sports Uganda, the Uganda National Council for Science and Technology –
UNCST and at different meetings and conferences focusing on gender and education. The
findings will also be shared with International organizations such as UNICEF, in fact the
researcher has already contacted the officer in charge of Eastern Region Uganda UNICEF to
request its’ intervention. Various papers will be written for publication and for presentation at
internationally.
Future Research Directions
Future studies could involve the avenues of research listed below:
1. A proactive study that tracks a cohort of girls all starting school at the same time and then
administers questionnaires over several years to obtain longitudinal data.
2. A mixed-methods approach perhaps focused on the study suggested above.
3. A study including multiple rating types of informants for the concept; for example, ask
parents about their perceptions towards girls’ education or ask teachers about girls’ motivation.
4. An examination focused on parental practices and girls dropping out of school due to
pregnancy and early marriage
5. A survey of boys, asking them important questions about girls’ education.
6. An intervention study focused on how to reduce the dropout rate among girls and how to
promote retention followed by an action research program to pilot the findings.
Conclusion
The findings from this study indicated that multiple factors of varying degrees of
proximity to primary school girls are associated with whether they remain in school or drop

133

out. More girls who were younger, had fathers with at least a secondary level of education;
were more likely to: be motivated; had strong beliefs about gender equality; had positive
perceptions about parental attitudes towards education and their ability to provide resources;
and, were less likely to be needed at home to complete household chores, hence remained in
school. These findings provided information on why girls’ withdraw from school prematurely
and why others remain in school in the Busolwe sub-county. The findings also offer support
for an ecological approach for investigating the retention of girls in primary school.
In addition, this study offered several suggestions for utilizing its findings to promote
education among girls in Uganda, specifically focused on reinforcing the positive drivers for
girls’ education and addressing the negative, detrimental ones. The strategies ought to target
the various key players –the girls, parents, teachers and community members. For girls,
creating safe places/private places in school, providing sanitation and sanitary towels, and
perhaps an extra uniform kept at school; and, introducing girls’ clubs for encouragement,
mentoring, and counseling coupled with creating awareness of the girl’s worth and the value of
their education would greatly improve their motivation and retention.
In schools, improving teacher competency and attitude towards girls’ education
coupled with a reasonable salary, professional development, and training, plus appropriate
instructional materials and performance appraisals would contribute quality education and
consequently girls’ retention. There is need to create awareness of the value of education
among parents and to improve incomes to meet children’s needs. Community participation
must be improved. Communities need to understand the value of education, and especially that
of the girls. They also ought to understand the UPE policy and the responsibilities of each
party. They need to know that children have both rights and responsibilities and when they are
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educated the entire community benefits. Ample training, therefore, should be provided for
community members through adult literacy clubs, and community learning centers to improve
literacy; numeracy; and a wider perspective of education and development for both adults and
children. But, above all the government of Uganda should endeavor to foster collaboration
among organizations in country that work to improve people’s incomes, promote the sharing of
best practices, reduce multiplication of efforts in one area and improve the utilization of
available resources.
When parents’ incomes increase, they are then able to provide for children in many
areas such as nutritious food, sanitary needs, and school materials, and to contribute toward the
PTA fund. In addition, the Uganda government ought to increase funding to the education
sector so teachers earn a motivating salary. The government of Uganda must also hold
communities and parents accountable for children’s premature withdrawal from school and for
failing to fulfill their responsibilities toward their children. UPE should be enforced. Likewise,
communities must be empowered to hold the Uganda government accountable for failure to
fulfill their obligations. A combination of these strategies is likely to improve children
retention at the primary level especially that of girls.
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Appendix A
Clemson University IRB authorization

Dear Dr. Sianko,
The Clemson University Institutional Review Board (IRB) reviewed the protocol “Retention of
Girls at Primary Level in Busolwe sub County, Butaleja District, Uganda” using Expedited
review procedures, in accordance with federal regulations 45 CFR 46.110, and has granted
approval under category 7, http://media.clemson.edu/research/compliance/irb/expeditedcategories.pdf. Your approval period is March 14, 2018 to March 13, 2019.
This approval is based on U.S. human subjects protections regulations (45 CFR 46) and
Clemson University human subjects protection policies. We are not aware of any regulations
that may be in place for the country you are planning to conduct research in that would conflict
with this approval. However, you should become familiar with all pertinent information about
local human subjects protection regulations and requirements when conducting research in
countries other than the United States. We encourage you to discuss with your local contacts
any possible human subjects research requirements that are specific to your research site, to
comply with those requirements, and to inform this office of those requirements so we can
better help other researchers prepare for international research in the future.
No change in this approved research protocol can be initiated without the IRB’s approval. This
includes any proposed revisions or amendments to the protocol or consent form. Any
unanticipated problems involving risk to subjects, complications, and/or adverse events must
be reported to the Office of Research Compliance immediately.
All team members are required to complete the CITI human subjects training course,
http://www.clemson.edu/research/compliance/irb/training.html, and review the IRB policies
available at https://www.clemson.edu/research/compliance/irb/resources.html.
The Clemson University IRB is committed to facilitating ethical research and protecting the
rights of human subjects. Please contact us if you have any questions and use the IRB number
and title when referencing the study in future correspondence.
All the best,
www.clemson.edu/research
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Appendix B
Uganda National Committee for Science and Technology authorization
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Appendix C
Mbale Research Ethical Committee authorization
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Appendix D
Parental permission form
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Appendix E

143

144

145

Appendix F
Interviewers agreement
Agreement for Interviewing Participants of a study
Title: Retention of girls at primary school in Busolwe sub-county Butaleja District Uganda
This Agreement is drawn between
1. Hadoto Ida Mikisa of Clemson University, Institute of Family and Community Studies,
2033 Barre Hall, Clemson, SC 29634. Tel +256 -780670771 / +1301-466-6152
And
2. The Interviewer
(Name)…………………………………village…………………………..
Tel: Contact ………………………………………………….
This day of ………… Month………. of the year 2018
Hadoto Ida Mikisa is requesting that …………………… ……………participates in the study
as an Interviewer with the following basic terms.
1. That the Interviewer will carry out this role in person and that the services are rendered
within the stipulated and agreed upon time frame.
2. That the Interviewer agrees to the following terms:
i.

Building Rapport – I will be respectful to each respondent making them feel a
valuable part of the research study. I will be culturally sensitive by greeting each
respondent and asking after their welfare. I will introduce myself to them and why I am
there. I will endeavor to put the respondent at ease, creating an atmosphere of trust,
motivating them to respond correctly without fear. I will endeavor to keep the
atmosphere relaxed and informal but professional.

ii.

Voluntarism of respondents- I will check to see if the respondent is still willing to be
interviewed using the provided assent and consent forms- it is only when a person says
yes that I can talk about the interview. I must tell them how long it will take and assure
them that we are flexible, they can decide to withdraw from the interview if they chose
to. Tell them that there will be no incentive provided if they withdraw before
responding to the questions.

iii.

Credibility - I will ensure credibility by – reading all the questions in their order,
clearly and slowly and will make sure the participant has understood the question. I will
record responses accurately without biasing the respondent.
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iv.

Confidentiality: I will ensure confidentiality by not sharing respondents’ answers with
other people except Hadoto. I will return the filled questionnaires by the end of the day
every day of the interview.

v.

Reducing Risk: All interviews must be held within the specified times – between 8 am
and 5 pm The interviews must take place in the agreed upon venues – please keep time.
Make sure there is an adult in addition to yourself within site of the interview venue.
Avoid being just you and the respondent.

vi.

Handling discomfort: I will be observant to sense when a respondent is being
discomforted by a question. As soon as I notice discomfort, I will stop the interview
and console the respondent. I will ask if they would want to continue or not. If they say
yes I will continue with the interview if they are emotionally distraught, I will stop the
interview and refer to a counsellor and call Hadoto.

vii.

Closing the interview- I will let the respondent know we have come to the end of the
interview, I will thank them and request that they sign for their incentive. I will give
them the money, thank them again and bid them farewell.

viii.

Attending Training: I will attend two full days of training, will interview at least 8
students a day or 6 parents a day. I will interview a total of 60 respondents -30 students
and 30 parents. I promise to accomplish all the work in 10-14 days.

ix.

Team Work: I will be willing to work as an individual but also with the team of
interviewers.

The Researcher Ida
i.

I will provide training and support that is necessary for you to conduct the interviewsDuring the training I will provide a cup of tea or a soda- mid-morning and lunch.

ii.

I will treat you with due respect. I will make you feel a valuable part of the team and
your contribution will be very appreciated.

iii.

I will endeavor to keep a continued flow of information that is necessary for you to
accomplish this task

iv.

If you feel un able to continue as an interviewer please let me know. This is a voluntary
piece of work even if you will be provided with a meal and transport to conduct
interviews.

Your remuneration:
You will be given a total fee of 180,000 UGX for the duration of the exercise- this will cover
your transport and meals.
Thank you
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Agreement for Interviewing Participants of a study
Title: Retention of girls at primary school in Busolwe sub-county Butaleja District Uganda
If you agree to the above Terms please sign below

Interviewer:

Name

Signature

Date

Researcher :

Name

Signature
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Date

Appendix G
Extracted questions for the variables that were examined in the study
Girls’ Retention in Busolwe sub-county, Butaleja District, Eastern Uganda
Student Survey Instrument
Extracted questions based on the examined variables
Demographic data and Home Environment
Q1. Are both of your parents present in the home? □ Yes2 (If ‘Yes,’ go to Q3)

□ No1

Q2 Who takes care of you at home? __ □ Auntie1 □ Uncle 2
□ grandfather 3

□ grandmother 4 □ step-parent 5 □ sister/brother 6 □ Other7
_________________________________ (If someone other than a parent, Go to Q5)
Q3. What is the highest level of education achieved by your mother?
□ None 1 □ Literate 2
□ DK 8

□ Primary 3

□ Secondary 4

□ More than Secondary 5

Q4. What is the highest level of education achieved by your father?
□ None 1
□ DK 8

□ Literate 2

□ Primary 3

□ Secondary 4

□ More than Secondary 5

(Skip Q4 if one or both parents are present in the home)
Q5. What is the highest level of education achieved by your guardian?
□ None 1 □ Literate 2
□ DK 8
5

□ Primary 3

□ Secondary 4

□ More than Secondary

(If the child is cared for by someone other than her mother or father, ask about the primary
caregiver.)
Q6. How old are you? _____ □ DK 8
Q7. Do you have brothers and sisters? □ Yes 1

□ No 2 (If ‘No,’ skip to Q10)

Q8. How many brothers do you have? ______specify your brothers according to age brackets
( 0 – 5)__(6-13)__ ___ (14-17) ________ and 18 above ________
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Q9. How many sisters do you have? _______ specify your sisters according to age brackets
( 0 – 5)__(6-13) ___ (14-17) ________ and 18 above____________
Q10. What is your order of birth in the family?
□ 1st 1 □ 2nd 2
□ 9th 9

□ 3rd 3
□ 4th 4
□ 5th 5
□ 6th 6
th
th
□ 10 10
□ 11 11
□ Other 12

□ 7th 7

□ 8th 8

Q11. Are you enrolled in school?
□ Yes2 □ No1 (If ‘No’, Skip to PAGE 7)
Q12. How much importance do your parents (or guardian) place on your education?
□ A lot4

□ Some 3

□ A little 2

□ None 1

□ DK 8

Q13. Do you parents expect you to perform well in school?
□ Definitely yes4

□ Somewhat 3 □ Not very much 2

□ Definitely not 1 □ DK 8

Q14. Are you sometimes expected to work at home instead of going to school?
□ Yes 1

□ No 2 (If ‘No,” skip to Q21)

Q15 How often do you have to stay home to do these chores?
□ 2-4 days a week 1 □ one day in a week 2 □ several days in a month 3 □ 1 day in a month 4
□DK 8
Q16 Do you think that you parents believe it is more important for you to help with household
chores than to go to school?
□ Yes 1

□ Maybe 2

□ No 3

□ DK 8

Q17. Do your parents provide you with all the things you need for school?
□ Yes 2

□ No 1

□ DK8

Q18. Do you get enough to eat at home?
□ Always 4

□ Most of the time 3

□ Occasionally 2

□ Not very often 1

DK 8
School Environment
19. Please rate the adequacy and availability of the following resources:
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□

You may choose from the following answers: Not Available, Available but inadequate, or
Available and adequate.
(Repeat the answer categories for each resource)
Not
Available1
Q19. A)
Q19. B)
Q19. C)
Q19.D)
Q19. E)
Q19.F)

Available
but
inadequate2

Available
and
adequate3

Don’t
know4

Classrooms
Playing fields
Separate latrines for girls and
boys
Desks/ chairs
Textbooks,
Water

Q20. Availability of learning resources and facilities is important to keeping girls in school:
(Please answer by indicating your level of agreement)
□ Strongly Agree 5
□ DK8
1

□ Agree 4

□ Undecided 3

□ Disagree 2

□ Strongly Disagree

Q21. How often do you have lunch at school ?
□ Never had any

1

□ sometimes 2

□ quite often 3

□ all the time4

Q22. Is there a senior female available to mentor you at school?
□ Yes 2

□ No 1

Q23 Are you encouraged and supported by your teachers to perform well and to stay in school?
□ Yes 2

□ No 1

Q24. Do your teachers favor boys over girls ?
□ Yes 3

□ Somewhat 2 □ No 1

□ DK 8

Q25. Do you feel safe at your school?
□ Yes 3

□ Somewhat 2

□ No 1

□ DK

Q26. Have you heard of sexual harassment in your school or from your friends?
No 2
Q27. Have you ever been sexually harassed ?
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□ Yes 1 □ No 2

□ Yes 1 □

Q28. Where were you sexually harassed ? ____ □ Home 1 □ On the way
Q29. Who did it ? _____ □ Relative 1 □ Community member

2

2

□ At school 3

□ Teacher 3

Q30. Have you ever been bullied at school or on the way to school?

□ Yes 1

□ No 2

Q31. Have you ever been caned or given corporal punishment at school? □ Yes 1 □ No 2
Q32 If yes, what punishment were you given? _____________________________________
Q33. How often are you punished ? □ Once a month 6
□ Four times in a week 2
4 □ three times in a week 3

□ Once a week 5 □ twice a week
□ every day in a week 1

Q34.The school environment greatly contributes to girls’ participation in school:
(Please answer by indicating your level of agreement)
□ Strongly Agree 5
□ DK 8
1

□ Agree 4

□ Undecided 3

□ Disagree 2

□ Strongly Disagree

Q35 The way teachers treat girls- for example( using demeaning or abusive words, sending
them un necessarily) results in girls’ leaving school prematurely do you agree ? □ Strongly
agree 1 □agree 2 □ maybe3 □ disagree 4 strongly disagree5
Individual Girl’s Attributes
Q36.Please answer by indicating how much you agree or disagree with each of the
following statements. You may choose from the following answers Strongly Agree, Agree,
Not sure, Disagree or Strongly Disagree.)
A-Motivation
I enjoy going to school – □ Strongly Agree 5

□ Agree 4

□ Not sure 3

□ Disagree 2

□ Strongly Disagree 1
B-Perception of gender
It is important for both girls and boys to get an education --□ Strongly Agree 5
□ Not sure3 □ Disagree 2 □ Strongly Disagree 1

□ Agree 4

It is important for both girls and boys to get an education --□ Strongly Agree 5
□ Notsure3
□ Disagree 2 □ Strongly Disagree 1

□ Agree 4

C-Self-efficacy
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When I set important goals for myself, I rarely achieve them----□ Strongly Agree 5
Agree 4
□ Not sure3
□ Disagree 2 □ Strongly Disagree 1

□

One of my problems is that I cannot get down to work when I should----□ Strongly Agree 5
□ Agree 4
□ Not sure3 □ Disagree 2 □ Strongly Disagree 1
I avoid trying to learn new things when they look too difficult----□ Strongly Agree 5 □ Agree
□ Strongly Disagree 1
□ Not sure3 □ Disagree 2
4
I am a self-reliant person----□ Strongly Agree 5
□ Strongly Disagree 1

□ Agree 4

□ Not sure3

□ Disagree 2

If I can’t do a job the first time, I keep trying until I can--□ Strongly Agree 5 □ Agree 4
□ Notsure3

□ Disagree 2

□ Strongly Disagree 1

When I make plans, I am certain I can make them work----□ Strongly Agree 5
□ Not sure 3 □ Disagree 2

□ Agree 4

□ Strongly Disagree 1

Factors that girls perceived to be risk or protective influences to their completing
primary education.
Q37. What are the top five factors that make it difficult for girls to stay in school ?
1. _____________________________
2. ______________________________
3. ______________________________
Q38. What are the most contributing factors to your staying in school out of school (tick
whatever applies) □ Parental care and support □Lunch at school □2 enough scholastic
materials □3 Teachers’ support □4 Friends at school □5 enough latrines for girls and boys □6
I want to achieve and I love going to school □7 other ______________________

Alternate Questions for Girl Drop-outs
Q12. How much importance did your parents (or guardian) place on your education?
□ A lot4

□ Some 3

□ A little 2

□ None 1

□ DK 8

Q13. Did you parents expect you to perform well in school?
□ Definitely yes4

□ Somewhat 3

□ Not very much 2
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□ Definitely not 1 □ DK 8

Q14. Were you sometimes expected to work at home instead of going to school?
□ Yes 2

□ No 1 (If ‘No,” skip to Q21)

Q15. How often did you have to stay home to do these chores?
□ 2-4 days a week 1 □ one day in a week 2 □ several days in a month 3 □ 1 day in a month 4
□DK 8
Q16. Do you think that you parents (or guardian) believed it was more important for you to
help with household chores than to go to school?
□ Yes 1

□ Maybe 2

□ No 3

□ DK 8

Q17. Did your parents (or guardian) provide you with all the things you needed for school?
□ Yes 2

□ No 1

□ DK8

Q18. Did you have enough to eat at home during the period you were in school?
□ Always 4

□ Most of the time 3

□ Occasionally 2

□ Not very often 1

□

DK 8

School Environment

Q19. Please rate the adequacy and availability of the following resources:
You may choose from the following answers: Not Available, Available but inadequate, or
Available and adequate.
(Repeat the answer categories for each resource)
Not
Available
Q19.
A)
Q19.
B)
Q19.
C)
Q19.
D)
Q19.E)
Q19.F)

Classrooms
Playing fields
Separate latrines for girls and
boys
Desks / Chairs
Text books
Water
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Available
but
inadequate

Available
and
adequate

Don’t
know

Q20. Availability of learning resources and facilities is important to keeping girls in school:
(Please answer by indicating your level of agreement)
□ Strongly Agree 5
□ DK8
1

□ Agree 4

□ Undecided 3

□ Disagree 2

□ Strongly Disagree

Q21. How often did you have lunch at school ?
□ Never had any 1

□ sometimes 2

□ quite often 3 □ all the time4

Q22. Was there a senior female teacher available to mentor you at school?
□ Yes 2

□ No 1

Q23. Were you encouraged and supported by your teachers to stay in school?
□ Yes 2

□ No 1

Q24. Did your teachers favor boys over girls in school?
□ Yes 3

□ Somewhat 2

□ No 1

□ DK 8

Q25. Did you feel safe at your school?
□ Yes 3

□ Somewhat 2

□ No 1

□ DK 8

Q26. Did you hear of sexual harassment in your school or from your friends?
□ Yes 1

□ No 2

Q27. Were you ever sexually harassed during the period you were enrolled in school ?
□ Yes 1

□ No 2

Q28. Where were you harassed ? ____ □ Home 1 □ On the way
Q29. Who did it ? ____ □ Relative 1 □ Community member
Q30. Were you ever bullied at school or on the way?

2

2

□ At school 3

□ Teacher 3

□ Yes 1

□ No 2

Q31. Were you ever caned or given corporal punishment at school?
□ Yes 1

□ No 2

Q32. If yes what punishment were you given? _______________________________________
Q33. How often were you punished ? □ Once a month 6
□ Once a week 5 □ twice a
week 4 □ three times in a week 3
□ Four times in a week 2
□ every day in a week 1
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Q34.The school environment greatly contributed to girls’ participation in school:
(Please answer by indicating your level of agreement)
□ Strongly Agree 5
□ DK 8
1

□ Agree 4

□ Undecided 3

□ Disagree 2

□ Strongly Disagree

Q35 The way teachers treated girls- for example (using demeaning or abusive words, sending
them un necessarily) resulted in girls’ leaving school prematurely do you agree ? □ Strongly
agree 1 □agree 2 □ maybe3 □ disagree 4 strongly disagree5
Individual Girl’s Attribute
Q36.Please answer by indicating how much you agree or disagree with each of the
following statements. You may choose from the following answers Strongly Agree, Agree,
Not sure, Disagree or Strongly Disagree.)
A-Motivation
I enjoy going to school – □ Strongly Agree 5

□ Agree 4

□ Not sure 3

□ Disagree 2

□ Strongly Disagree 1
B-Perception of gender
It is important for both girls and boys to get an education --□ Strongly Agree 5
□ Not sure3 □ Disagree 2 □ Strongly Disagree 1

□ Agree 4

It is important for both girls and boys to get an education --□ Strongly Agree 5
□ Notsure3
□ Disagree 2 □ Strongly Disagree 1

□ Agree 4

C-Self-efficacy
When I set important goals for myself, I rarely achieve them----□ Strongly Agree 5
Agree 4
□ Not sure3
□ Disagree 2 □ Strongly Disagree 1

□

One of my problems is that I cannot get down to work when I should----□ Strongly Agree 5
□ Agree 4
□ Not sure3 □ Disagree 2 □ Strongly Disagree 1
I avoid trying to learn new things when they look too difficult----□ Strongly Agree 5 □ Agree
□ Not sure3 □ Disagree 2
□ Strongly Disagree 1
4
I am a self-reliant person----□ Strongly Agree 5
□ Strongly Disagree 1

□ Agree 4

□ Not sure3

□ Disagree 2

If I can’t do a job the first time, I keep trying until I can--□ Strongly Agree 5 □ Agree 4
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□ Notsure3

□ Disagree 2

□ Strongly Disagree 1

When I make plans, I am certain I can make them work----□ Strongly Agree 5
□ Not sure 3 □ Disagree 2

□ Agree 4

□ Strongly Disagree 1

Factors that girls perceived to be risk or protective influences to their completing
primary education
Q37. What are the top five factors that make it difficult for girls to stay in school?
1. _____________________________

4.________________________________

2. ______________________________

5. __________________________________

3. ______________________________
Q38. What are the most contributing factors to your dropping out of school (tick whatever
applies) For only those who have dropped
□1 Family labor □2 lack of scholastic materials □3 Distance to school □4 Safety on the way
to school □5 Bullying and teasing at school □6 Sexual harassment at school □7 teachers’
attitude towards girls □8 parents were not supportive, □9 lack of sanitary towels, □11 not
enough desks, □12 lack of separate latrines for girls and boys, □13 classrooms too crowded
□14 Personal choice, no interest in school □15 canning at school and corporal punishment 16
other_____________

Thank you for participating in this study
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